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Satisfaction. Major Professor: Reginald Leon Green 
  
The purpose of this quantitative correlational study was to determine if teacher 
job satisfaction is enhanced when principals value and exhibit behaviors informed by the 
13 core competencies.  Principals and teachers from 70 elementary, middle, and high 
schools in the southeast United States participated in the study.  The Leadership Behavior 
Inventory was used to collect information regarding principal behavior, as perceived by 
principals and teachers.  The Purdue Teacher Opinionaire was used to collect 
information from teachers regarding job satisfaction.  
Results indicated that principals valued the 13 core competencies and frequently 
used them in the administration of their schools, as perceived by teachers and principals. 
Leadership behavior, informed by the 13 core competencies, and teacher job satisfaction 
were significantly correlated. These findings support that leader behavior impacts teacher 
job satisfaction.  Principals who perceive the 13 core competencies to be important and 
who exhibit behavior informed by the competencies, are likely to have teachers who 
experience greater	  satisfaction	  than	  teachers	  under	  the	  auspices	  of	  principals	  not	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Chapter 1:  Introduction to the Study 
 
Background of the Study 
Public education remains under pressure to address the academic needs of all 
students.  As the criticism of America’s public schools intensifies, the search for practices 
and processes for use in improving the academic achievement of students continues to be 
at the forefront of school reform. According to the National Association of Elementary 
School Principals (2008), the focus of the search has shifted to the role of the principal. In 
the search for these processes, principals are now asked to become instructional leaders 
(Lashway, 2002). Part of the process of instructional leadership is the monitoring and 
supervision of teachers.   
School leaders are now being asked to be responsible for the effectiveness of the 
school and the academic achievement of all students (Clifford & Ross, 2010; Council of 
Chief State School Officers, 2007; Lunenburg, 2010). In essence, they are being asked to 
become instructional leaders responsible for the development and implementation of an 
instructional program that is complete with strategies for maximizing learning for both 
students and adults (Mertler, 2002).  There is growing agreement among researchers that 
the school leader is best positioned to ensure that teaching and learning are strong 
throughout the school, only second to teachers who have the most immediate effect on 
student success (Bottoms & O’Neill, 2001; Green, 2009; Hobson-Horton, Green, & 
Duncan, 2009; Shelton, 2009; Southwest Educational Development Laboratory, 1992; 
Waters & Grubb, 2004; Waters, Marzano, & McNulty, 2005).   
Similarly, the shift to higher accountability has placed greater demands on 






teacher effectiveness.  Teacher effectiveness has become a federal and state priority and a 
major topic of debate across the country (Darling-Hammond, 2010; Southern Regional 
Education Board, 2011).  The issue of teacher effectiveness has gained urgency as 
schools and districts have come under increased pressure to raise student achievement 
and public demands for more information about the effect individual teachers have on 
student learning (Consortium on Chicago School Research, 2010).  As a result, policy 
makers have called for better teacher evaluations that can identify a range of teacher 
effectiveness. To be effective in the evaluation process, principals must be able to 
establish and maintain positive relationships with teachers.     
According to Edgerson and Kritsonis (2006), the relationship between teachers 
and principals can become strained when test scores fall below the established 
accountability standards. Increasing pressure from principals for teachers to raise student 
achievement can be problematic and can cause some teachers to experience lower morale, 
decreased job satisfaction, or even to exit the profession (Hardy, 1999; Tye & O’Brien, 
2002). Prince (2007) found that teachers cite lack of administrative support as one of the 
top two reasons for leaving their schools.  Likewise, Ingersoll (2001) analyzed national 
data on teacher retention and found that 34% of teachers who reported leaving their jobs 
due to dissatisfaction, cited administrative support as one of the top two reasons for their 
departure. The relationship between strong administrative support and teacher retention is 
further supported by findings from North Carolina’s 2004 Teacher Working Conditions 
Survey (Hirsh & Emerick, 2006).  According to Hirsh and Emerick (2006), a third of 
North Carolina’s teachers cited leadership as the most important working condition in 






responsible for creating a supportive school environment than the schools’ principal 
(Eaker, 2006; Edgerson & Kristonis, 2006; Green, 2010).  
Teachers make up the largest portion of the professional body in a school, have 
the most contact with students throughout the day, and influence the environment of the 
school. In most instances when teachers feel positively about their position, they have 
positive influence on the students and the school. The reverse is also true; when teachers 
have negative feelings about their positions, they may negatively impact the students and 
the school.  Research indicates that the quality of support teachers receive from principals 
is associated with teacher job satisfaction (Council of Chief State School Officers, 2007; 
Markow & Martin, 2005).  In fact, the most successful teachers may be the ones inspired 
by the relationships developed with their principals, motivating them to do their very best 
(Edgerson & Kristonis, 2006).  The more positive the relationship is between teacher and 
principal, the greater the job satisfaction. Greater job satisfaction leads to enhanced 
student achievement. 
A number of researchers have investigated the relationship between school leader 
behavior and teacher job satisfaction.  According to Barth (2006), the nature of 
relationships among teachers and principals has a greater influence on the culture of that 
school and on student achievement than anything else. Barth goes on to say that if the 
relationships between administrators and teachers are trusting, helpful, and cooperative, 
then the relationships between teachers and students, between students and students, and 
between teachers and parents are likely to be the same.   
Tillman and Tillman (2008) conducted a study to examine the relationship of 






found no correlation between length of service and salary to job satisfaction.  Conversely, 
the study yielded a positive correlation between supervision and the job satisfaction of 
teachers.  More administrative support and leadership, good student behavior, a positive 
school atmosphere, and teacher autonomy are all associated with higher teacher 
satisfaction (National Center for Education Statistics, 1997).  According to Hirsh and 
Emerick (2006), teachers are most positive about leadership on issues related to 
communicating clear expectations, holding teachers to high professional standards, and 
handling teacher performance evaluations effectively.  Since the literature suggests that 
support from the principal is connected to high levels of teacher satisfaction, it would 
seem appropriate to focus on the leader behaviors that foster quality relationships 
(National Center for Educational Statistics, 1997; Waddell, 2010).  
A critical factor, however, is lacking in this body of research, namely teachers’ 
perception of their leader’s behavior and the affect that it has on their own satisfaction 
(Blase & Kirby, 2000).  Even so, an emerging body of literature is focusing on the 
importance of principal-teacher relationships, rather than merely leadership styles or 
behaviors (Walsh, 2005).  Principals have the ability to improve teacher perceptions 
overall by simply attending to fundamental components inherent in quality relationships. 
As teachers begin to feel better about themselves and what they do as a result of 
significant interactions with their principals, they become more effective in the classroom 
(Edgerson & Kritsonis, 2006).   
Effective leaders constantly foster purposeful interaction and problem solving 
(Fullan, 2001). The leader-member exchange theory (LMX) can be used to explain this 






(1996) found that the quality of the relationships experienced by leaders and their 
followers are related to the characteristics and behaviors of both groups. The theory also 
acknowledges that both teachers and principals contribute to the development and 
maintenance of the ongoing relationship quality (Schyns & Day, 2010).  High quality 
relationships are associated with positive work-related outcomes, such as follower 
satisfaction, commitment, and performance (Gerstner & Day, 1997). 
To this end, it is important for school leaders to be aware of how their behaviors 
affect teacher job satisfaction (Rowland, 2008).  Studies have provided evidence that 
effective interpersonal relationships between principals and teachers lead to a quality 
staff and teacher job satisfaction.  The purpose of the study was to determine teacher 
perceptions of leadership behaviors that lead to or enhance teacher job satisfaction.  
According to Green (2010), principals have an effect on the daily lives of teachers 
and influence their decision to remain in the classroom. Green postulates that if principals 
exhibit behavior informed by 13 core competencies, then the relationship between teacher 
and principal will be sufficient to enhance job satisfaction. The competencies are (a) 
visionary leadership, (b) unity of purpose, (c) instructional leadership, (d) curriculum and 
instruction, (e) establishing learning communities, (f) organizational management, (g) 
collaboration, (h) assessment, (i) diversity, (j) professional development, (k) reflection, 
(l) inquiry, and (m) professionalism.  These competencies are researched-based, and 
aligned with the Interstate School Leaders Consortium Standards (ISLLC), therefore, it 
was beneficial to determine the extent to which school leaders perceive these 
competencies to be important and the extent to which they perceive them to inform the 






Statement of the Problem 
 There is a need to increase teacher job satisfaction.  In the era of increased 
accountability and pressure to improve student achievement, principals are being asked to 
focus on developing effective leadership behaviors as they face the challenges of 
improving instruction and maintaining teacher job satisfaction. What we do not know is 
which leader behaviors increase job satisfaction of teachers.  If, as the literature suggests, 
principals’ behaviors influence teacher job satisfaction and teacher job satisfaction leads 
to enhanced student achievement, then determining the leadership behaviors of effective 
principals that lead to higher levels of teacher job satisfaction is imperative (Darling-
Hammond, 2007; Lester, 1990; Prince, 2007). Given the current focus on leadership 
behavior and teacher job satisfaction, this researcher sought to determine if teacher job 
satisfaction is enhanced when leaders exhibit behaviors informed by the 13 core 
competencies.  
Purpose of the Study 
 For the purpose of this study, the researcher sought to determine four factors:  (1) 
the extent to which school leaders perceive the 13 core competencies to be important; (2) 
the extent to which leaders exhibit behavior informed by the competencies; (3) the extent 
to which teachers believe their principals’ exhibit behaviors informed by the 
competencies; and, (4) the relationship, if any, between the extent to which teachers 
perceive that their principals’ behavior is informed by the competencies and their level of 
job satisfaction.   
The Leadership Behavior Inventory (Green, 2006) was used to measure the extent 






which they exhibit behavior informed by the 13 core competencies.  Likewise, teachers 
were administered the same inventory to determine the extent to which they perceive that 
their school leaders exhibit behaviors informed by the 13 core competencies.  The Purdue 
Teacher Opinionaire (Bentley & Rempel, 1980) was also administered to teachers to 
determine the level of teacher job. 
Research Questions 
 The study was conducted to answer the following research questions:  
1. To what extent, if any, do school leaders perceive the 13 core competencies to 
be important? 
2.  To what extent, if any, do the 13 core competencies inform the behavior of 
school leaders in the administration of their schools? 
3. To what extent do teachers perceive that their school leaders exhibit behaviors 
informed by the 13 core competencies? 
4.  Is there a relationship between teacher job satisfaction and the extent to which 
teachers perceive that their leaders’ behaviors are informed by the competencies? 
Significance of the Study 
 This study is significant to the field of education in that it builds upon the body of 
knowledge relating teacher job satisfaction to school leadership behaviors. In addition to 
the significance for the field, the study is important to school systems. The results of the 
study should be used to assist school leaders in identifying leadership behaviors that 
enhance job satisfaction of teachers.  A better understanding of the relationship between 
school leadership behavior and teachers’ job satisfaction can help school districts and 






teachers, and in turn, may have a positive impact on student learning (Matthew, 2007). 
This study responds to the need to identify leadership behaviors that school leaders can 
employ to enhance teacher job satisfaction in order to improve student achievement.  The 
literature speaks to the importance of the relationship between school leaders and 
teachers.  Many researchers, including Anderman (1991), have documented the 
relationship between teacher job satisfaction and leadership behaviors.  
 Markow and Scheer (2003) reported that teachers and principals believe that the 
most important aspect of school is motivating teachers and students to achieve. 
Conversely, teachers and principals perceive their relationship with each other in 
different ways. More principals than teachers are pleased with the current state of affairs. 
Thus, principals may be less motivated to improve a situation where they do not perceive 
a problem to exist.  Another emerging theme of the study was the differences in the views 
of the teachers and the school leaders. 
 Goodlad (2004) stated that teachers make a difference in student achievement when 
circumstances are favorable and that school leaders need to modify the circumstances to 
maximize teachers’ potential. Additionally, Goodlad (2004) reported that supportive 
leadership tended to be associated with greater enthusiasm and career fulfillment on the 
part of teachers. According to Glanz (2006), high-quality schools are ones in which 
teacher needs are addressed and fulfilled. He suggested that principals who take the time 
to understand teachers’ perspectives are better able to forge meaningful relationships with 








Limitations of the Study 
 This study is restrictive because its findings only represent the school districts 
being surveyed in Southeast United States.  The responses may not reflect all school 
settings and do not provide for generalizations due to differences in size, geographic 
location, student and faculty composition.  Results of the study are also based on teacher 
perceptions, which are subjective and may be affected by variables not included in this 
study.    
Assumptions 
 Evidence has been found in the research literature that supports the importance of 
the relationship between leadership behaviors and teacher job satisfaction. Three 
assumptions are made in regards to this study:  (1) there is a relationship between teacher 
job satisfaction and the behavior of the school leader;  (2) the 13 core competences 
inform effective school leader behavior for principals of 21st century schools, and (3) if 
principals exhibit behavior informed by the 13 core competencies, the level of teacher job 
satisfaction will be enhanced.  
Definition of Terms 
Core competencies (Green, 1996) - competencies that inform the type of skills 
and attributes that the new reform movement is requiring of school leaders.  The 
competencies are: visionary leadership, unity of purpose, learning community, 
instructional leadership, curriculum and instruction, professional development, 







Instructional leadership - the guidance and direction of instructional improvement 
(Elmore, 2000).  
Leadership behavior – the actions of the school leader in carrying out his or her 
daily functions and responsibilities.  
School leader – building level principal responsible for influencing learning 
primarily by galvanizing effort around ambitious goals and by establishing conditions 
that support teachers and that help students succeed (Togneri & Anderson, 2003). 
Teacher job satisfaction – the degree of satisfaction working in a particular school 
as expressed by teachers.  
Organization of the Study 
 This study is organized into five chapters.  Chapter 1 includes an introduction to 
the study.  The chapter includes a statement of the problem, significance of the study, the 
purpose of the study, limitations, assumptions, research questions, definition of terms and 
a summary.   
Chapter 2 consists of a review of literature as it relates to (1) a historical 
perspective of leadership, (2) the behaviors of effective school principals, and, (3) the 
relationship of school leadership and teacher job satisfaction.   
Chapter 3 focuses on the methodology used to conduct the study.  To analyze the 
data, the study used a description of participants, instrumentation, research questions, 
procedures, data collection, data analysis, and limitations.   
Chapter 4 presents an analysis of the data and findings of the study.  The chapter 
is divided into the following sections:  (a) Study Design, (b) Sample Participants and 






Chapter 5 includes the following:  (a) the discussion and implications of findings, 
(b) the relationship of the study to prior research, (c) implications of limitations, (d) 
recommendations for practice, (e) recommendations for future research, and (f) a 
conclusion. 
Summary 
 The literature suggests that a relationship exists between leadership behavior and 
teacher job satisfaction (Davis & Wilson, 2000; Goodlad, 2004; Pearson & Moomaw, 
2005; Southwest Educational Development Laboratory, 2000; Tye & O’Brien, 2002).  
Steiner and Hassel (2011) define competencies as the underlying motives and habits—
patterns of thinking, feeling, acting, and speaking—that cause a person to be successful in 
a specific job or role. The 13 core competencies, developed by Green (2010), provide a 
framework for defining what school leaders need to know and be able to do to enhance 
teacher job satisfaction.   
 The extent to which teachers believe that their school leaders exhibit behaviors 
informed by the 13 core competencies guided this study.  It was assumed that the level of 
teacher job satisfaction is enhanced when leader behavior is informed by the 13 core 







Chapter 2:  Review of the Literature 
 
Introduction 
The purpose of this literature review was to identify competencies of effective 
leaders and the behaviors of leaders that enhance the job satisfaction of teachers. The 
literature abounds with theories and studies that address the role of the principal in 
providing school leadership (Barth, 1991; Bass, 1990; Cotton, 2003; Doyle & Smith, 
2001; Gardner, 1989; Goodlad, 2004; Horner, 1997; Leithwood, Seashore, Anderson, & 
Wahlstrom, 2004; Lezotte, 1991; Murphy, 2007; Northouse, 2004; Powell, 2007; 
Sergiovanni, 1999). 
The review includes an emerging body of literature that focuses on the importance 
of quality relationships between principal and teacher, rather than merely leadership 
styles or behaviors (Anderman, 1991; Barth, 2006; Bogler, 2001; Darling-Hammond, 
2010; Edgerson & Kristsonis, 2006; Ingersoll, 2001; Walsh, 2005; Waddell, 2010).  The 
researcher also used the literature review to guide the research questions in order to make 
generalizations about the impact on teacher job satisfaction from leaders who exhibit 
behaviors informed by the 13 competencies (Green, 2010).   
A Historical Perspective of School Leadership 
 A review of literature revealed how different perspectives of leadership have 
evolved over the past 70 years.  The researcher examined leadership theories from the 
early 1940s to the present. In a broad review of leadership theories, several different 
categories were identified that capture the essence of the study of leadership in the 
twentieth century (Stogdill, 1974).  Early theories primarily focused on characteristics 






followers and the nature of leadership (Bolden, Gosling, Marturano & Dennison, 2003).   
For the purpose of this study, the review of the literature focused primarily on six main 
generations of leadership:  Trait Theories, Behavior Theories, Situational Leadership, 
Contingency Theory, Transactional and Transformational Theory.  These six theories 
were selected to show how the role of the school leader has evolved from a list of 
characteristics and traits to learning leader (Green, 2010; Lashway, 2002; Lunenburg, 
2010; Mednick, 2003; National Association of Elementary Schools, 2001; Northouse, 
2004; Sergiovanni, 1999).  
 Until the 1950s, the personality or trait approach dominated leadership research.  
Trait Theories arose from the Great Man Theory as a way of identifying the key 
characteristics of successful leaders (Bolden et al. 2003).  Great Man Theories were 
based on the belief that leaders are exceptional people born with leadership qualities, are 
destined to lead, and people naturally want to follow them. These personality traits were 
thought to differentiate leaders from followers (Doyle & Smith, 2001; Mann, 1959; 
Stogdill, 1948).  Trait Theory, commonly used by the military, suggests that critical 
leadership traits could be isolated and people with those traits could be recruited, selected 
and placed into leadership positions. The most well known Trait theorists included 
Stogdill (1948, 1974), Mann (1959), and Gardner (1989).  
 Although some traits were found, many studies revealed that no consistent traits 
could be identified (Bolden et al., 2003; Hackman & Johnson, 2000).  Some traits, 
however, did appear more frequently than others, including, technical skills, friendliness, 
task motivation, application to task, group task supportiveness, social skill, emotional 






1974).  Gardner’s (1989) study of leaders and organizations throughout North America 
yielded a listing of common leadership traits.  The common leadership traits that Gardner 
identified include: 
 1. Physical vitality and stamina 
2. Intelligence and action-oriented judgment 
3. Eagerness to accept responsibility 
4. Task competence 
5. Understanding of followers and their needs 
6. Skill in dealing with people 
7. Need for achievement 
8. Capacity to motivate people 




The problem with trait theories was that some leaders might have possessed 
certain traits, however, the absence of them did not necessarily mean that the person was 
not a leader (Kilpatrick & Locke, 1991). Though much research was done to identify the 
traits, no clear answer was found with regard to what traits consistently were associated 
with great leadership (Kilpatrick & Locke, 1991; Northouse, 2004; Powell, 2007). One 
flaw with this line of thought was in ignoring the situational and environmental factors 
that play a role in a leader’s level of effectiveness (Bolden et al., 2003; Hackman & 






Since the results of trait studies proved inconclusive (Hackman & Johnson, 2000), 
the research focus shifted to understanding the relationship between a leader’s actions 
and the follower’s satisfaction and productivity (Doyle & Smith, 2001; Stone & Patterson, 
2005).  These studies began to look at leaders in the context of the organization, 
identifying behaviors exhibited by leaders in increasing the effectiveness of the 
organization.  Theorists such as McGregor (1960) and Blake and Mouton (1964) 
examined various types of behaviors that leaders engaged in to develop a leadership 
model that considers factors beyond the leader.  Contrary to trait theorist, behavior 
researchers suggested that individuals could become leaders by learning and following 
specific behavior guidelines. 
In the 1950s and early 1960s, a popular activity within management training 
emerged as behavior theorists grouped different patterns of behavior together and labeled 
them as styles (Bolden et al., 2003; Powell, 2007). Although various schemes, names and 
theories emerged, the four main behavior leadership styles form the baseline of many 
behavior theories:  (1) concern for task – concentrating on high levels of productivity, 
and ways to organize people to meet objectives; (2) concern for people - viewing 
followers as people with needs, interests, problems and development instead of tools of 
production; (3) directive leadership – making decisions and expecting followers to follow 
directions; and (4) participative leadership (Wright, 1996) – sharing decision-making 
with others (Doyle & Smith, 2001).   
Two of these styles often emerge in books and studies. McGregor’s (1960) 
Theory X and Theory Y describe two contrasting attitudes towards employee motivation.  






assumed that most people prefer to be directed and are motivated by money, benefits and 
the threat of punishment.  Theory Y assumed that employees are self-motivated, eager to 
accept greater responsibility and exercise self-control, self-direction, autonomy and 
empowerment (Pugh & Hickson, 2007).  It can therefore be seen that a leader holding 
Theory X assumptions would prefer an autocratic style, whereas one holding Theory Y 
assumptions would prefer a more participative style (Bolden et al., 2003).   
In contrast, Blake and Mouton (1964) studied the balance between a leader's 
concern for employees and productivity and efficiency.  The Managerial Grid (Blake & 
Morton, 1964) focuses on task (production) and employee orientations of managers 
(people), as well as combinations of concerns between the two extremes. Blake and 
Mouton (1964) proposed that high concern for both employees and production is the 
most effective type of leadership behavior.  
While behavior theories focus on how leaders should act, they provide little 
guidance as to what constitutes effective leadership in different situations (Bolden et al., 
2003).  Several researchers concluded that no one leadership style is right for every 
leader under all circumstances (Fiedler, 1967; Hershey & Blanchard, 1996; House & 
Mitchell, 1974). A third approach began to develop as researchers sought to address the 
best way to lead.  This approach dealt with the interaction between the leader’s traits, the 
leader’s behaviors, and the situation in which the leader exists.   The contingency 
approach emerged as an idea that effective leadership was dependent on a mix of factors 
and the leader’s reaction to those factors.  Contingency models emphasize the importance 
of both the leader's personality and the situation in which that leader operates. Fiedler 






and that there are two types of the leader, the task oriented one and the people oriented 
one. The elements that would affect the effectiveness of leadership are (1) how clearly 
defined and structured the job scope is; (2) how much positional power the leader has; 
and (3) the relationship between the leaders and the followers. Fiedler found that the most 
favorable situation is one that has a clearly defined scope, high positional power and 
good relationship between the leaders and the followers. In Fiedler’s contingency model, 
task-oriented leaders are more effective in extremely favorable or unfavorable situations, 
whereas relationship oriented leaders perform best in situations with intermediate 
favorability. 
Fiedler’s (1967) theory, although simple in nature, initiated discussion and 
research about matching a leader with a situation that would be most conducive to that 
leader’s style. Through the research of House and Mitchell (1974), the importance of the 
followers in leadership emerged and leadership was seen as an interaction between the 
goals of the followers and the leader. The path-goal theory suggests that leaders are 
primarily responsible for helping followers develop behaviors that will enable them to 
reach their goals or desired outcomes. Variables that impact the most effective leader 
behavior include the nature of the task (whether it is intrinsically or extrinsically 
satisfying), autonomy levels of the followers, and follower motivation (Horner, 1997). 
Hershey and Blanchard’s theory is viewed as the opposite of Fiedler’s 
contingency theory (Hughes, Ginnett, & Curphy, 1993).  Hershey and Blanchard (1977) 
proposed a situational theory advocating a leader’s use of differing leadership styles 
(behaviors) based on the situation and the maturity level of the followers. Their research 






initiation of structure (task behavior) and consideration of group members (relationship 
behavior). The task behavior is characterized as the extent to which the leader 
communicates rights and responsibilities to an individual or group.  This behavior 
includes clearly telling people what do, how to do it, where and when and closely 
supervising their performance.  Relationship behavior is the extent to which the leader 
engages in two-way or multi-way communications.  This includes listening, providing 
support, and encouragement and facilitating involvement.  Maturity is the willingness and 
ability of a person to take responsibility for directing his or her own behavior.  
Hershey and Blanchard (1996) identified four leadership styles through their 
research:  directing (telling), coaching (selling), supporting (participating), and delegating. 
When follower maturity is high, the situational leadership model calls for a delegating 
style which might be described as offering minimal leadership intervention. The style is 
one of turning over decisions to followers who have high task readiness based on abilities, 
willingness and confidence about task accomplishment. When follower maturity is low, 
by contrast, the model calls for the directing style with its emphasis on task directed 
behaviors. The telling style works best in this situation of low readiness, by giving 
instructions and bringing structure to a situation where followers lack capability and are 
unwilling or insecure about their tasks.  
The supporting style is recommended for low-to-moderate readiness situations. 
Here, followers are capable but also unwilling or insecure about the tasks. As you might 
expect, this participation style with its emphasis on relationships is supposed to help 
followers share ideas and thus draw forth understanding and task confidence. The 






lack capability, but are willing or confident about the task. In this case, the selling style 
and its emphasis on task guidance is designed to facilitate performance through 
persuasive explanation. As the level of followers’ maturity increases, the leader should 
begin to reduce task behavior and increase relationship behavior until the followers reach 
a moderate level of maturity.  
The relationship between leaders and followers has received research attention. 
Leader-member exchange (LMX) theory has provided a framework for examining these 
relationships and has been the focus of numerous studies (Gertsner & Day, 1997; Graen 
& Uhl-Bien, 1995). The theory basically recognizes that in many leadership situations, 
not everyone is treated the same by the leader. Instead, people fall into “in” groups and 
“out” groups in relationships with their leaders. For the follower in a high LMX 
relationship, being part of the leader’s inner circle or in-group can have positive 
implications in terms of getting rewards, access to information, and other special 
treatments. Being in the out-group can have negative consequences on the same terms. 
For the leader, it is nice to be able to call on and depend upon the loyal support of those 
in the in-group. But the leader may also be missing out on lost opportunities of working 
more intensely with out-group members.  The theory has been useful for evaluating the 
outcomes of leader-follower (member) relationships in a variety of organizational settings.  
In the late 1970s, leadership theory research changed direction moving beyond 
focusing on situational leadership to transactional leadership theory.  Transactional 
leaders lead through specific incentives and motivate through an exchange of one thing 
for another (Bass, 1990).  Transactional leadership theory, originally introduced by 






between leaders and followers (Burns, 1978; Heifetz, 1994). Transactional leadership 
involves motivating and directing followers primarily through appealing to their own 
self-interest.  
The power of transactional leaders comes from their formal authority and 
responsibility in the organization. The main goal of the follower is to obey the 
instructions of the leader. The leader believes in motivating through a system of rewards 
and punishment. If a subordinate does what is desired, a reward will follow, and if he 
does not go as per the wishes of the leader, a punishment will follow. Here, the exchange 
between leader and follower takes place to achieve routine performance goals.   
In opposition to the transactional leader is the transformational leader. 
Transformational leadership occurs where the leader takes a visionary position and 
inspires people to follow (Bass, 1990).  Bass (1990) added to the initial concepts of Burns 
(1978) to help explain how transformational leadership could be measured, as well as 
how it impacts follower motivation and performance. The extent to which a leader is 
transformational, is measured first, in terms of his influence on the followers. The 
followers of such a leader feel trust, admiration, loyalty and respect for the leader and 
because of the qualities of the transformational leader, the followers are willing to work 
harder than originally expected. These outcomes occur because the transformational 
leader offers followers something more than working for self-gain; they provide 
followers with an inspiring mission and vision and give them an identity.  
The leader transforms and motivates followers through his or her idealized 
influence (earlier referred to as charisma), intellectual stimulation and individual 






unique ways to challenge the status quo and to alter the environment to support being 
successful (Yukl, 1994).  
Behaviors of Effective School Leaders 
Current literature has shifted from traits, characteristics and behavior of school 
leaders to the specific roles and responsibilities they should fulfill (Green, 2009). Recent 
studies have focused on identifying leadership behaviors that allow principals to create 
positive school cultures and learning environments (Bulach, Boothe, & Pickett, 2006; 
Waters et al., 2005).  Public demands for more effective schools have placed growing 
attention on the crucial role of school leaders in promoting powerful teaching and 
learning (Blase & Kirby, 2000; LaPointe & Davis, 2006). The call for principals to 
become instructional leaders has soared to the top of the educational renewal agenda 
(Lashway, 2002).  Research suggests that effective instructional leadership strongly 
affects the quality of teaching and student learning (Leithwood et al., 2004; Waters et al., 
2005). 
Of the many roles being performed by a school leader, the role of instructional 
leader is becoming increasingly recognized as the most critical factor for improving 
student achievement (Green, 2009; Waters & Grubb, 2004). In fact, instructional 
leadership has been reported as one of the several defining characteristics of successful 
schools (Waters et al., 2005).  
There is growing agreement among researchers and writers that it is the school 
leader who is best positioned to ensure that teaching and learning are strong throughout 
the school, only second to teachers who have the most immediate effect on student 






2009; Southwest Educational Development Laboratory, 1992; Waters & Grubb, 2004; 
Waters et al., 2005). 
Researchers have identified specific instructional leadership behaviors related to 
improving the teaching and learning process (Blase & Blase, 1998).  Andrews and Soder 
(1987) defined instructional leadership to include four areas of responsibility:  (1) 
resource provider, (2) instructional resource, (3) communicator, and (4) visible presence 
in the building.  Although leaders previously focused on resource allocation and process 
requirements, today’s leaders have additional responsibilities related to student 
achievement and the skills necessary to motivate and lead people who influence student 
learning (Green, 2010; O’Donnell & White, 2005).   
O’Donnell and White (2005) emphasized that the primary responsibility of the 
school leader is to facilitate teaching and learning with an overall mission of enhancing 
student achievement.  However, for the most part, previous studies have addressed school 
climate, instructional and leadership standards, school structure, data analysis, and the 
use of instructional strategies.  As a result, there is a void in terms of definitive 
characteristics of individuals who are expected to provide this leadership.  
Public Impact (2009), in a report funded by the Chicago Public Education Fund, 
sought to clarify the most critical competencies that enable school leaders to be 
successful in attempts to turn failing schools around.  The study yielded four clusters of 
competencies: driving for results, influencing for results, problem solving, and showing 
confidence to lead.   Davis, Darling-Hammond, LaPointe, and Meyerson (2005) reported 
that attributes of effective school leaders influence student achievement through two 






implementation of effective organizational processes.  Leithwood et al. (2004) outlined 
developing people, setting directions for the organization, and redesigning the 
organization as three core leadership practices of high-quality leaders.   
Consequently, Green (2010) identified 13 core competencies that school leaders 
must believe to be important and exhibit behaviors informed by them if they are to 
become effective instructional leaders. The competencies are aligned with the ISLLC 
Standards. The ISLLC standards focus on 6 areas: (1) vision, (2) school culture, (3) 
management, (4) collaboration, (5) ethical integrity and fairness, and (6) political, social, 
economic, legal, and cultural context (CCSSO, 2008).  The ISLLC Standards outline six 
specific skill sets principals must acquire, understand and be able to implement to 
effectively lead 21st century schools (CCSSO, 1996; Green, 2009; Waters & Grubb, 
2004; Wright & Gray, 2007). The standards also identify leadership practices that should 
take precedence if a school leader is to effectively meet the challenges of 21st century 
schools (Waters & Grubb, 2004). 
Perhaps the most obvious evidence underpinning the competencies is Waters et 
al.’s (2005) identification of 21 responsibilities that positively affect achievement and the 
specific behaviors and characteristics associated with those responsibilities. The findings 
of these researchers indicate that effective school leaders can have dramatic influence on 
achievement of students. As leadership ability increases so does student achievement 
(Waters et al., 2005).  All of Green’s (2010) thirteen core competencies reference 
behaviors that require the leader to be aware of and be informed of details and be able to 







The competencies also describe the expectations and responsibilities that 
successful leaders of 21st century schools must exhibit.  The first core competency is 
visionary leadership.  Visionary leadership can be aligned to the three of the 21 
Leadership Responsibilities:  outreach, communication, and ideas/beliefs.  
1. Visionary Leadership:  Effective leaders demonstrate energy, commitment, 
and an entrepreneurial spirit; communicate values and a conviction that all 
children will learn at high levels, and inspire others with that vision. 
Effective leaders facilitate the creation of a school vision that reflects high 
standards of learning, a belief that all students can learn, and high levels of personal and 
organizational performance (Murphy, 2007).  In addition, effective school leaders 
articulate the vision through personal modeling and by communicating with others in and 
around the organization.  An example of the importance of visionary leadership is derived 
from the work of the Southwest Educational Development Laboratory (SEDL, 1992). 
SEDL (1992) offers that school leaders who have facilitated change have vision, foster a 
shared vision, and value human resources. In addition, leaders of educational change are 
effective communicators, are proactive, take risks, and believe strongly that the purpose 
of schools is to meet the academic needs of students. A vision that energizes others to 
share in the task of creating exemplary learning communities is the driving force of 
school change with a purpose. School leaders must communicate the vision clearly and 
often to all stakeholders (Hoyle, English, & Steffy, 1998). According to Senge (1990) a 
shared vision is "a vision that many people are truly committed to, because it reflects 
their own personal vision. Shared vision is vital for learning organizations because it 






visionary leaders are transformational leaders who have a vision of the future, develop 
partnerships with followers, and share decision-making. Transformational leadership 
seeks to build the organization’s capacity to select its purposes and to support the 
development of changes to practices of teaching and learning (Hallinger, 2003). 
2. Unity of Purpose: Effective leaders collect and utilize data to develop and 
clarify a purpose that focuses on student learning; praise teachers’ efforts; 
convey high expectations for teacher and student performance; actively 
involve teachers in decision-making and provide teachers with the autonomy 
to try creative approaches. 
Clarity is a continuous process that allows the school leader to communicate the 
vision.  Once the vision is clear and shared by others, school leaders must develop a 
strategic plan and put it into place. School leaders who strive to be instructional leaders 
are committed to meeting the needs of their schools by serving stakeholders and pursuing 
shared purposes (Sergiovanni, 1998).  Such leaders advocate excellence in student 
performance by building systems of relationships with the stakeholders in their schools 
that create positive environments where all students learn (O’Donnell & White, 2005).  
This set of leadership practices are aimed at helping stakeholders develop shared 
understandings about the school, its activities, and its goals  (Leithwood et al., 2004).  
School leaders must continuously monitor school climate and analyze demographic and 
student achievement data to determine whether the goals of the strategic plan are being 
met.   
3. Learning Community: Effective leaders demonstrate a dedication and a 






furnishing needed resources to teachers; create a school climate where in the 
primary focus is on teaching and learning; places emphasis on instruction and 
view parents as partners in their children’s education. 
Successful organizations are learning organizations (Senge, 1990). Schools 
organized into a professional communities have the following characteristics:  (1) 
teachers set higher expectations for student achievement; (2) students can count on the 
help of their teachers and peers in achieving ambitious learning goals; (3) the quality of 
classroom pedagogy is considerably higher; and, (4) achievement levels are significantly 
higher (Louis & Marks, 1998).  In the most successful schools, leadership ensures there 
are integrated professional learning communities focused on student academic and social 
learning (Murphy, Goldring, Cravens, Elliott, & Porter, 2007). Murphy, Goldring, 
Cravens, Elliott, and Porter (2007) reported that learning-centered leaders are skilled in 
creating learning organizations and fostering communities of learning. In addition, these 
leaders demonstrate a dedication and a willingness to assist teachers in improving their 
instructional skills by furnishing needed resources to teachers. 
4. Instructional Leadership: Effective leaders facilitate the application of current 
knowledge in learning and human development; use data to make instructional 
program decisions that meet the needs of all students. 
There is a strong relationship between student achievement and instructional 
leadership practices (Bulach, et al., 2000).  Edgerson and Kritsonis (2006) emphasize that 
principals are instructional leaders and that all effective schools possess this as a quality.  
Principals who are open and effective, praise teachers’ efforts, convey high expectations 






provide teachers with the autonomy to try creative approaches tend to have greater 
success in leading instructional programs (Blase & Kirby, 2000). Blase and Blase (1999) 
identified characteristics of school principals that positively influence classroom 
teaching, and conversely, the characteristics that negatively influence classroom teaching. 
The study focused on teachers’ perspectives on effective instructional leadership. 
Findings in the study indicate that instructional leaders have the greatest effect on 
teachers when they collaborate with teachers to promote reflection and promote 
professional growth. The relationship between principals and their faculties must be 
positive and the climate must be conducive to teaching and learning. 
 Instructional leaders have strong vision and values that orient all school activities 
around student learning and academic growth. Learning-focused leaders find balance 
between task and relationship by spending more time in classrooms and on the school 
campus than does the average school administrator (Murphy, 2007). In the area of 
pedagogy, they are knowledgeable about and deeply involved in the instructional 
program of the school and are heavily invested in instruction, spending considerable time 
on the teaching function. They model the importance of teaching by being directly 
involved in the design and implementation of the instructional program (Blase & Blase, 
1999). They are also knowledgeable about and heavily invested in the curricular program 
of the school. Finally, they are knowledgeable about assessment practices and personally 
involved with colleagues in crafting, implementing, and monitoring assessment systems 








5. Curriculum and Instruction:  Effective leaders keep school personnel focused 
on student learning and are able to put curriculum into practice that contains 
research-based strategies to meet the needs of all students. 
In this age of standards-based accountability, supervision is critical for teacher 
growth and must be purposeful, targeted and central to promoting a school-wide 
instructional program where student achievement is always at the forefront (Glanz, 
Shulman, & Sullivan, 2007).  According to Waters and Grubb (2004), when school 
leaders focus on what is taught, how it is taught, and the relationship to students’ prior 
knowledge, their leadership can have a positive effect on student achievement.  
There is considerable evidence that a rigorous curriculum is perhaps the most 
important variable in explaining student academic achievement (Leithwood et al., 2004; 
Murphy et al., 2007). Effective school leaders work to ensure that there is a high-quality 
and rigorous curriculum program in place.  They establish high standards and 
expectations and ensure that opportunity to learn is available to all students. These 
leaders are also diligent in monitoring and evaluating the effectiveness of the school’s 
curricular program (Murphy, 2007). 
6. Professional Development:  Effective leaders demonstrate commitment to 
their own professional development and the professional development of 
others. 
Reformers have learned that successful programs or curricula cannot be 
transported from one school to another where teachers do not know how to use them well 
(Darling-Hammond, 2007). To this end, effective professional development needs to be 






2009).  Professional Development is one of the thirteen core competencies that focus on 
effective leaders becoming lifelong learners, individuals who demonstrate commitment to 
their own professional development as well as the professional development of others 
(Green, 2010). A number of researchers find that leadership support for and involvement 
in teacher professional development activities characterize effective schools (Anderman, 
1991; Ashton & Webb, 1986; Dufour, 2004; Dufour & Eaker, 1998; Sparks, 2002).  The 
leader’s attention and support has also been linked to more effective implementation of 
professional development activities. School leaders in effective schools are committed to 
helping teachers improve their skills and teaching strategies. They focus staff 
development activities on the entire staff and on the specific goals and curriculum 
programs of the school. They take an active role in planning, participating in, and 
evaluating professional development activities with their staffs. In addition, school 
leaders facilitate opportunities for professional growth by enabling teachers to attend 
conferences and sharing ideas and materials with staff (Joseph, 2007). 
7. Organizational Management:  Effective leaders skillfully implement 
procedures and processes to govern the workflow; establish clearly defined, 
school-wide academic and behavior standards to promote high expectations; 
hold teachers and students accountable for learning. 
The job of school leaders is to create and maintain highly reliable organizations in 
which all children can be successful.  In essence, they structure the organization for 
effective teaching and learning.  Effective organizational management is the key to 
developing such organizations (Hoyle et al., 1995).  Murphy et al. (2007) emphasized 






performs, including production, accountability, continuous improvement, safe and 
orderly learning environment, and, community. Effective school leaders establish clearly 
defined, school-wide academic and behavior standards to promote high expectations. In 
addition, they hold teachers and students accountable for learning (Green, 2010; Murphy, 
et al. 2007). 
8. Assessment:  Effective leaders conduct assessments and identify needs of 
students, as well as strengths and weaknesses of teachers. 
The use of data is a powerful tool to strengthen academic outcomes for all 
students. Data analysis can provide a snapshot of what students know, what they should 
know, and what can be done to meet their academic needs. Research has shown that 
using data in instructional decisions can lead to improved student performance (Wayman, 
2005; Wayman, Cho, & Johnston, 2007; Wohlstetter, Datnow, & Park, 2008). Effective 
instructional leaders conduct assessments and identify the needs of students, as well as 
strengths and weaknesses of teachers. Instead of relying on summative assessments, 
school leaders use comprehensive data derived from formative assessments that can be 
accessed incrementally--anytime, anywhere--so teachers and parents can intervene before 
their students fall behind (Dufour, 2001).  
When data is used properly to inform teaching practice, it is one of the most 
effective ways to help students achieve success (Bambrick-Santoyo, 2010). Assessments 
are crucial in specifically defining instruction that should take place. Second to 
assessment is analysis. Analysis is what helps teachers reach those goals.  
Analysis involves systematically examining interim assessment data thoroughly to 






address their needs. After implementing assessments and conducting thorough analysis, 
the next step is to take action to address student strengths and weaknesses. Without 
application of data outcomes, this data-driven approach is worthless. Therefore it is 
crucial to develop and implement an effective action plan to address students’ strengths 
and weaknesses.  
9. Reflection:  Effective leaders set aside time to think about their professional 
practices and decisions with a focus on improvement. 
Another of the competencies is reflection. School leaders must set aside time to 
think about their professional practices and decisions with a focus on improvement 
(Green, 2010).  This leader behavior allows leaders to align their actions with the goals 
and visions of the school. Acquiring knowledge and gaining the skills needed to improve 
instruction is critical, requiring inquiry and reflection as well as knowledge about 
assessment practices (Murphy et al., (2007). In this era of accountability and student 
achievement, it is not enough to just know what is important; instructional leaders must 
also know what is essential and examine current research to identify leadership best 
practices (Green, 2010; Waters & Grubb, 2004). 
10. Collaboration: Effective leaders engage teachers in dialogue about 
instructional strategies and student performance; allow teachers and other 
stakeholders to participate in decision-making. 
 The purpose of collaboration is to help students achieve at higher levels.  
Collaboration can best be accomplished if the professionals engaged in the action are 
focused on the right work (DuFour & Eaker, 1998). Waters et al. (2003) provide evidence 






collaboration occurs. According to these researchers, leadership responsibility with the 
highest correlation to academic achievement is situational awareness, which addresses 
the details of the school and the knowledge to solve problems. The second highest 
leadership responsibility is flexibility; the ability to adapt leadership behavior to current 
situational needs. In addition, the researchers presented a five-step plan for effective 
leadership including developing a school leadership team, distributing some 
responsibilities, identifying the right work, analyzing work to determine change, and 
matching the appropriate leadership behaviors to the order of change. These are concepts 
underpinning the need for instructional leaders to create an environment wherein 
collaboration occurs. To effectively achieve these outcomes, principals build positive 
relationships with teachers, use practices that are positively associated with student 
achievement, and develop the knowledge and skills to effectively lead change (O’Donnell 
& White, 2005; Waters & Grubb, 2004). 
In effective schools, collaboration is paramount as the school leaders place 
emphasis on instruction and parents are viewed as partners in their children’s education 
(Vaughn, Gill, & Sherman, 2007).  Stakeholders understand that decision-making is 
participatory and principals will engage them in dialogue about instructional strategies 
and student academic performance. By involving the organization as a whole in the 
practice of instructional leadership, principals build the capacity of the school community 
to improve the school (Mulford, 2003).  
11. Diversity: Effective leaders create an environment in which the ethical and 
moral imperatives of schooling are valued; recognize and eliminate unfair 






Leadership and diversity have become more connected as schools move from 
non-diverse populations to ones that contain racially, ethnically, and economically 
diverse children.  Leadership can have a negative or positive impact on student 
achievement. Standards 4, 5, and 6 of the ISLLC Standards address the importance of 
school leaders responding to the diversity of the community, acting with integrity, and 
being knowledgeable of political, social, legal and economical barriers (CCCSO, 2008; 
Murphy et al., 2007). Green (2010) explains that diversity is respected when leaders 
create an environment in which the ethical and moral imperatives of schooling are valued. 
In addition, leaders who respect diversity recognize and eliminate unfair treatment and 
inequalities. They demonstrate an understanding of and a commitment to the benefits that 
diversity offers to the school (Murphy et al., 2007). 
12. Inquiry: Effective leaders conduct inquiry into effective school research; 
acquire a deep understanding of change and know how to initiate, lead, and 
sustain the change; examines current research to identify leadership best 
practices; align their actions with the goals and visions of the school. 
The research literature suggests that the use of an inquiry progress is centrally 
important to building capacity for school improvement, and a vehicle for developing and 
distributing leadership (Copeland, 2003). The Bay Area School Reform Collaborative’s 
(BASRC) theory of action imagines that leadership for improving teaching and learning 
is rooted in continual inquiry into work at the school, inquiry focused on student learning, 
high standards, equity, and best practices (McLaughlin & Talbert, 2002). This process of 
inquiry does not cease; rather, the work is best thought of as an ongoing effort to build 






who work in the school community.  Principals can become informed about factors that 
promote student achievement by conducting inquiry and examining effective school 
research, (Vaughn, Gill, & Sherman, 2007). 
13. Professionalism: Effective leaders are diligent in implementing ethical 
standards of the education profession through their daily activities. 
Professionalism is paramount as school leaders are knowledgeable of the ethical 
standards of the education profession and diligent in implementing those standards 
through their daily activities (Green, 2010).  Leaders who exhibit professional behavior 
are also cognizant of their own values and beliefs and shape their behavior around a 
personal and professional code of ethics (Murphy et al., 2007). Because optimal 
leadership depends on a high degree of competence throughout the ranks, professionalism 
has emerged as an integral component of discussions about leadership (Association for 
Supervision and Curriculum Development, 2005).  
The 13 core competencies outline behaviors that leaders should exhibit to be 
successful school leaders. The literature clearly supports these competencies. There is 
little doubt that leadership effectiveness is the result of interaction between the style of 
the leader and the characteristics of the environment of the schoolhouse (Gray & Stark, 
1988). Consequently, the prevailing assumption is that when school leaders believe these 
competencies to be important and exhibit behaviors informed by them, the students in the 
schools they lead will achieve academically. 
Strong school leadership is known to be a key factor in supporting student 
achievement, however, what is less clear is how that leadership affects teachers job 






school leaders must also create the kind of school environment and exhibit the type of 
behavior that promotes teacher satisfaction.  
Teacher Job Satisfaction 
A growing body of research on effective schools has consistently pointed to the 
importance of responsible, assertive, visible school leadership for school success 
(Sergiovanni, 1999).  School leaders have a direct influence on teachers and the 
effectiveness of the teaching-learning relationship (Cotton, 2003; Mulford, 2003). A 
number of researchers have investigated the relationship between school leader behaviors 
and teacher satisfaction (Davis & Wilson, 2000; Lester, 1990; Pearson & Moomaw, 
2005; Southwest Educational Development Laboratory, 2000; Tye & O’Brien, 2002). 
While leadership is a critical component of an effective school, Goodlad (2004) warned 
that it would be a mistake to identify the school leader as the main factor influencing 
teacher satisfaction; however, the leader behavior is one of many factors that influence 
teacher job satisfaction. The challenge is to identify those factors that school leaders can 
control leading to teacher job satisfaction. 
A large body of research on teacher job satisfaction is rooted in the work of 
Herzberg, Mausner, and Snyderman (1959) who identified the satisfying and 
dissatisfying factors. According to Herzberg’s two-factor theory, people in the work force 
are influenced by two sets of factors:  motivator factors and hygiene factors. On the one 
hand, motivation factors such as achievement, recognition, responsibility, interest, and 
growth, if met, can lead to enhanced job satisfaction. These factors are directly related to 
four of the 13 core competencies:  unity of purpose, learning community, collaboration, 






work conditions, quality of supervision, and interpersonal relations, if neglected, will lead 
to increased job dissatisfaction. These factors can be related to the competencies 
organizational management and professionalism.  Herzberg postulated that the absence 
of hygiene factors does not necessarily lead to enhanced satisfaction. Chong (2010) 
suggests that leaders must address motivation factors in order to improve job satisfaction. 
The fact that 50 % of new teachers drop out of the profession in the first five 
years has impelled improving teachers' job satisfaction to the top of reform initiatives 
(Woods & Weasmer, 2004). Waddell (2010) conducted a study to examine critical 
components that cause teachers to continue teaching in urban schools past the five-year 
attrition mark. The results of this qualitative study indicate the need for school leaders to 
provide environments in which teachers are supported and regarded as valued decision-
makers in their schools. Waddell’s (2010) study also reveals two major categories of 
leadership behavior influence: external and internal. External themes included (a) 
relationships with coworkers, (b) relationships with principals, and (c) relationships with 
students. Internal themes that emerged were (a) perseverance, (b) self-efficacy, (c) 
service, and (d) a sense of ownership. Of the external themes, the two that were 
experienced by all participants were relationships with co-workers and relationships with 
principals. 
Teacher job satisfaction is increased through supportive school leaders, teachers 
participating in decision-making, collegial relationships, quality professional 
development and collaborative work (Waddell, 2010). A teacher’s satisfaction with his or 
her career may influence the quality and stability of instruction given to students (NCES, 






do their best work in the classroom.  Using nationally representative samples for public 
school teachers and principals, Shen, Leslie, Spybrook, and Ma (2011) inquired into 
whether principal background and school processes are related to teacher job satisfaction. 
The authors found that school processes, particularly career and working conditions, staff 
collegiality, administrative support, and to a lesser extent, positive student behavior and 
teacher empowerment, are positively associated with teacher job satisfaction.  Of the 13 
competencies, learning community, organizational management, collaboration and 
professionalism speak to these factors that influence job satisfaction.  
Wynn and Brown (2008) found that beginning teachers relate principal leadership, 
mentoring, and professional learning communities to their job satisfaction. 
Administrative support and leadership, student behavior and school atmosphere, and 
teacher autonomy are working conditions associated with teacher satisfaction; the more 
favorable the working conditions were, the higher the satisfaction scores were (NCES, 
1997).  Of the 13 competencies, learning community and collaboration speak to these 
factors that influence teacher job satisfaction.  
Futernick (2007) reported positive relationships among teachers as a key 
contributor to teacher retention and job satisfaction.  Teachers in Futernick’s (2007) study 
experienced greater job satisfaction because of strong collegial support, input in the 
operation of the school, and input into what they teach.   Additionally, experienced 
teachers were drawn to schools with high-quality professional development and effective 
principals (Futernick, 2007).    
Bogler (2001) stated that teachers who experience low levels of involvement in 






competencies, unity of purpose, professional development, learning community and 
organizational management speak to these factors.  Furthermore, teacher job satisfaction 
was also associated with higher autonomy and with aspects related to the teaching 
profession (Bogler, 2001). Bishay (1996) reported that job responsibility had significant 
impact on job satisfaction.  In general, teachers who maintained higher levels of 
responsibility, usually experienced higher levels of satisfaction. 
In a study to examine the effect of administrative support on teachers' job 
satisfaction and intent to stay in teaching, administrative support was found to be the 
most significant predictor of teachers' job satisfaction, while teachers' job satisfaction was 
the most significant predictor of teachers' intent to stay in teaching (Tickle, Chang, & 
Kim, 2011). Likewise, three intrinsic motivators --personal teaching efficacy, working 
with students, and job satisfaction --were perceived to significantly influence satisfaction 
and retention (Perrachione, Petersen, & Rosser, 2008). Of the 13 core competencies, 
instructional leadership, curriculum and instruction, and professional development 
support these findings.  
Teacher job satisfaction is paramount in fulfilling the mission of education.  In his 
study on teacher occupational perceptions and job satisfaction, Bogler (2001) found that 
teacher perceptions of occupational prestige, self-esteem, autonomy at work, and 
professional self development contribute the most to job satisfaction. Teachers reported 
feeling highly satisfied when their work gave them a sense of self-esteem, provided them 
with opportunities for self-development, gave them a feeling of success, and allowed 
them to participate in determining school practices.  The competencies that speak to self-






 According to the National Center for Educational Statistics (1997), administrative 
support and leadership, student behavior, school atmosphere, and teacher autonomy are 
working conditions associated with teacher satisfaction; the more favorable the working 
conditions were, the higher the satisfaction scores were.  Additionally, the study found 
that teachers with greater autonomy show higher levels of satisfaction than teachers who 
feel they have less autonomy. Administrative support, student behavior, and feelings of 
control were consistently shown to be associated with teacher job satisfaction.  All of the 
13 core competencies speak to these factors as the core competencies influence leader 
behavior, which leads to teacher job satisfaction and, consequently, effective instruction.   
Theoretical Framework 
 According to Yukl (1999), no single theory should be expected to include all 
aspects of leadership behavior.  Yukl (2001) observes that much of the research over the 
last 50 years has involved dyadic (one individual to another specific individual) 
relationships between a leader and a follower. Within this context, he goes on to look at a 
number of follower-based theories including leader-member exchange, which emphasizes 
the importance of the follower role to a leader. The Leader-Member Exchange (LMX) 
Theory is one of the most recent theories of leadership and one of the first to include the 
follower in leadership processes. The central focus of this theory is on the relationship or 
dyadic exchange between the supervisor and subordinates (Dansereau, Graen, & Haga, 
1975; Graen & Scandura, 1987). Leader-Member Exchange (LMX) is grounded partly in 
role theory (Graen, 1976) and focuses on the two-way relationship between supervisors 
and subordinates, and aims to maximize organizational success by establishing positive 






According to Liden and Maslyn (1998), LMX is multidimensional and can be 
categorized into at least three distinct dimensions:  contribution, loyalty, and affect 
(professional respect).  The researchers state that other dimensions might exist within this 
framework as well including trust, respect, openness, and honesty.  The search to identify 
variables that predict the quality of the relationship between supervisors and subordinates 
has generated a body of research that has shown LMX to be a significant predictor of a 
number of outcomes (Graen & Uhl-Bien, 1995; Harris, Harris, & Eplion, 2007; Liden & 
Maslyn, 1998; Truckenbrodt, 2000). Leader-member exchange theory suggests that social 
and work interactions between leaders and employees vary in quality and have an effect 
on employees’ work experience including performance, communication, and job 
satisfaction (Liden, Sparrowe, & Wayne, 1997).   
According to Harris et al. (2007), supervisors choose followers that they view as 
strong performers to fill the more important organizational roles.  The lesser roles are 
assigned to followers who are viewed as less capable.  Employees chosen for the most 
important roles experience close, high-quality LMX relationships with their supervisors 
characterized by trust, increased communication, better roles, higher levels of support, 
and greater access (Dienesch & Liden, 1986). Conversely, employees in low-quality 
LMX relationships have exchanges with their supervisors that reflect low levels of trust 
and emotional support. Both exchanges will affect the leader’s expectations and 
behaviors (Mourino-Ruiz, 2010).  
Leader-member exchange focuses on creating positive relationships between 
leader and members, thus increasing organizational success.  The role of the leader is to 






Scandura (1987) see the development of these relationships as mutually dependent, 
relying heavily on the follower to determine group participation. Yukl (2002) defines 
leadership as the process of influencing others to understand and agree about what needs 
to be done and how to do it effectively. For this reason, there is an increasing need for 
leaders to create and nurture relationships in order to achieve the objectives of the 
organization (Clemens, Milsom, & Caswell, 2009; Green, 2010; Mourino-Ruiz, 2010).  
Generally speaking, effective leaders can also enhance job satisfaction and commitment 
by having high expectations, valuing, and providing support to members.   
The quality of relationships between leaders and followers is often studied via 
LMX theory and can be used to describe a reason for the development of positive and 
effective relationships (Harris, Wheeler, & Kacmar, 2009). To obtain information about 
their specific roles, as well as about the organization's expectations and values, new 
members rely on a variety of sources, including their peers, their supervisors, and other 
individuals beyond their immediate work group (Sparrowe & Liden, 1997). This process 
begins soon after members are hired or placed in the organization and occurs in three 
stages:  role-taking, role-making, and routinization (Seibert, Sparrowe, & Liden, 2003).  
Role-taking - During this initial stage, the member joins the team and the leader 
evaluates his or her abilities and talents. The leader’s first impression of the member can 
affect the leader’s behavior towards the member.  Consequently, the leader may provide 
opportunities for the member to demonstrate those abilities at various levels.  Ideally 
during this stage, the member will seize the opportunity to demonstrate his/her 
capabilities. Another significant characteristic of the role-taking phase is that it is the 






interaction, and independence afforded within the group is established (Northouse, 2004).  
A positive relationship is more likely to develop if the member is perceived to be 
competent and dependable and if the member’s values and attitudes are similar to those 
of the leader.  
Role-making - The leader and the follower become acquainted, they work in 
refining their roles. Mutual respect, loyalty and trust start to developed between the 
leader and subordinate. During this phase, any member who is perceived as similar to the 
leader is more likely to succeed. Relationships that deteriorate will remain at the first 
stage. Trust-building is very important in this stage, and any feelings of betrayal, 
especially by the leader, can result in the member being relegated to a group of lesser 
responsibility.  
Routinization - A pattern of ongoing positive social exchange between the leader 
and the members becomes established in the third stage of LMX theory known as the 
routinization stage.  Only some of the relationships will go to this stage as the roles reach 
maturity.  The exchange between the leader and the follower is one of trust, respect, and 
mutual commitment to the mission and objectives of the work.  It is during this stage that 
the leader and the members often depend on each other for mutual assistance. 
The LMX theory conceptualizes leadership as a process that is centered on the 
interactions between leaders and followers that lead to relationship development. The 
research gives attention to the differences in the quality of those relationships.  
Relationships that are positive lead to positive outcomes (Clemens et al., 2009) and 
increased job satisfaction (Harris et al., 2009).  The quality of LMX affects members’ 






likely to develop to a point where there is a high degree of trust, mutual dependence, 
support, and loyalty.  From the follower’s perspective, leaders that are perceived to be 
competent, experienced, fair, and honest are more likely to be supported, thus leading to 
job satisfaction.   
The study examined the relationship between leader behavior informed by 
Green’s (2010) 13 core competencies and teacher job satisfaction.  Figure 1 summarizes 
the relationship between leader-member exchange, leader behavior, and teacher job 



































Figure 1. The relationship between leader behavior and teacher job satisfaction.  This 
figure provides a conceptual model for studying the relationship of LMX to leader 














































Chapter 3:  Methodology 
 
 The purpose of this study was to investigate the extent to which school leaders 
perceive Green’s (2010) thirteen core competencies to be important and to determine the 
extent to which they exhibit behavior informed by the competencies.  In addition, the 
researcher studied the extent to which teachers believe their principals’ exhibit behaviors 
informed by the competencies and if they experience more job satisfaction as a result.     
 A review of the literature included several studies that revealed that leadership 
behavior clearly impacts teacher job satisfaction (Davis & Wilson, 2000; Goodlad, 2004; 
Lester, 1990; Pearson & Moomaw, 2005; Southwest Educational Development 
Laboratory, 2000; Tye & O’Brien, 2002).  Another emerging theme was that effective 
school leaders use leadership skills to forge collaborative relationships with their teachers 
(Dufour & Eaker, 1998; Green, 2010; Waters et al., 2005). The research questions were 
used to guide this study. 
The type of research used to investigate these variables was a descriptive and 
correlational research design to describe the statistical association, if any, between leader 
behavior and teacher job satisfaction. This chapter describes the selection of participants, 
the instruments used in this study, the data collection procedures, and a description of the 
quantitative analysis procedures employed to analyze the data. 
Population and Participants 
For the purpose of this study, the researcher used convenience sampling to select 
and invite principals and teachers from 70 schools in the southeast United States to 
participate. The urban and suburban schools consisted of 42 elementary schools, 17 






research among the districts’ principals and teachers.  Approval was granted from the 
Institutional Review Board for the Protection of Human Subjects at the University of 
Memphis.  The researcher then secured permission to conduct research from 
superintendents of three school districts through postal mail and electronic mail 
[Appendix A]. Upon approval from district superintendents, principals and teachers were 
requested to consent to participate via email [Appendix B]. To improve the return rate, 
two follow-up emails were sent to principals and teachers.   
Instrumentation  
 Two different questionnaires were used to collect data from principals and 
teachers: The Leadership Behavior Inventory and The Purdue Teacher Opinionaire. 
 The Leadership Behavior Inventory (LBI) was developed under the leadership of 
Dr. Reginald Leon Green, Professor at the University of Memphis in 2006 (Green, 2006).  
Two forms of the inventory were developed to assess the principal’s behavior:  (1) the 
“self” version, to be completed by the principal and (2) the “teacher” version, to be 
completed by the teachers supervised by the principal.  Both versions contain the same 
questions.   
The independent, leader behavior was measured using the Leadership Behavior 
Inventory.  The inventory consists of 39 items, seeking responses on a Likert-type scale. 
For each item, the inventory asks respondents to indicate whether the school leader 
exhibits a specific behavior almost always, frequently, occasionally, seldom, or never.   
Two versions of the Leadership Behavior Inventory were used. One measured principals’ 
perceptions regarding their own leadership behaviors [Appendix C] and another 






[Appendix D]. Each competency was measured by three statements and the mean 
competency score was calculated for each category [Appendix E].  The survey was 
administered online using QuestionPro, a web-based survey collection survey.   
 The Leadership Behavior Inventory was content validated by peer judgments 
made by 20 school leaders and 136 teachers in a study by Ivie (2007). The school leaders 
and teachers chosen were asked to answer as to whether the statement accurately 
reflected the designated competency and whether the question was easy to understand.  
Some of the wording of the questions were changed after receiving feedback.  The 
inventory was then field-tested by teachers (Ivie, 2007).  
The Leadership Behavior Inventory reliability study was conducted through 
survey completion for teachers.  Reliability was calculated for the instrument using 
means with Cronbach’s alpha and split-half reliability.  The Leadership Behavior 
Inventory had a high level of internal consistency with an alpha of .905.  The Cronbach’s 
alpha levels by individual competency domain were also high, ranging from .899 to .912.  
The split-half alpha ranged from .825 to .827, with correlation between .832, and the 
Guttman Split-Half Coefficient was .908 (Ivie, 2007).   
The dependent variable, teacher job satisfaction, was obtained using the Purdue 
Teacher Opinionaire by having teachers indicate their degree of satisfaction on ten 
different subscales.  Bentley and Rempel (1980) designed the opinionaire to measure 
teachers’ opinions about their school (work) environment and morale.   
The Purdue Teacher Opinionaire is a standardized instrument that asks teachers 
to respond to 100 questions on a Likert-type scale, that scores and indicates how the 






that include: teacher rapport with the principal, satisfaction with teaching, rapport among 
teachers, teacher salary, teacher load, curriculum issues, teacher status, community 
support, school facilities and services, and community pressures. The end product is a 
subset of scores that helps to determine an overall job satisfaction measurement. 
The reliability of the Purdue Teacher Opinionaire (PTO) was determined by 
administering the survey to over 3,000 teachers in 60 Indiana schools and 16 Oregon 
schools.  After the initial administration, Bentley and Rempel (1980) waited four weeks 
and administered the opinionaire again.  Results indicated that the instrument’s reliability 
is very strong, with a range of .62 to .88 for the various factors and a total score of .87.   
The validity of the PTO was established by having principals at the Indiana and 
Oregon schools report how they thought their respective faculties would respond to the 
factors.  Median scores were used to compare teachers’ responses with the responses of 
the principals.  Results indicated that the scores were not significantly different.  
Data Collection  
 Data was collected through surveys measuring the extent and frequency to which 
the school leaders believe that they exhibit behaviors informed by the 13 core 
competencies, the extent to which teachers perceive that school leaders exhibit those 
behaviors, and teacher job satisfaction.  Both surveys were administered online and data 
was collected online using QuestionPro, a web-based survey collection software.  
Data Analysis 
Quantitative methods were used to determine if there is a relationship between the 
extent to which principals believe their behaviors are informed by the 13 core 






Leadership Behavior Inventory, and teacher job satisfaction as measured by the Purdue 
Teacher Opinionaire.  In order to examine the results, descriptive data was analyzed 
using Statistical Package for the Social Sciences (SPSS version 20.0.0) to answer research 
questions 1, 2, and, 3.  Correlational analyses were used to determine the significant 







Chapter 4:  Results of Data and Data Analysis 
 
 The purpose of this chapter is to present the research findings from the analyses of 
data collected in this study. Data were gathered by survey method and analyzed through 
quantitative statistical procedures.  The chapter is divided into the following sections:  (a) 
Study Design, (b) Sample Participants and Demographics, and (c) Quantitative Findings 
and Answers to Research Questions. 
Study Design 
 The purpose of this quantitative correlational study was to determine (a) the 
extent to which school leaders perceive Green’s (2010) thirteen core leadership 
competencies to be important, (b) the extent to which leaders exhibit behaviors informed 
by the competencies, (c) the extent to which teachers believe their principals exhibit 
behaviors informed by the competencies, and (d) the relationship, if any, between the 
extent to which teachers perceive that their principals’ behavior is informed by the 
competencies and their level of teacher job satisfaction.   
The population for the study was selected by convenience sampling.  Four 
superintendents in southeast United States were contacted by postal mail and electronic 
mail to obtain their permission to conduct the study in their school districts.  Of the four 
superintendents, three granted permission to proceed with the study by replying to the 
researcher’s email.  After receiving permission from the superintendents, principals in 
each of the three districts were contacted by email to request and obtain their 
participation. Principals were sent the informed consent and survey links by email.  
Additionally, principals were emailed to obtain permission for the researcher to survey 






surveyed, principals forwarded the survey link to the teachers.  Two follow-up emails 
were sent to participants to encourage participation.  
The study was guided by the following research questions: 
1. To what extent, if any, do school leaders perceive the 13 core competencies to 
be important? 
2.  To what extent, if any, do the 13 core competencies inform the behavior of 
school leaders in the administration of their schools? 
3. To what extent do teachers perceive that the school leader exhibits behaviors 
informed by the 13 core competencies? 
4.  Is there a relationship between the job satisfaction of teachers and the extent to 
which they perceive that their school leader’s behavior is informed by the 
competencies? 
Data for the study was collected though surveys to answer the research questions.  
Both surveys were administered online and data was collected online using QuestionPro, 
a web-based survey collection software. Descriptive data was analyzed using Statistical 
Package for the Social Sciences (SPSS), version 20.0.0 to answer research questions 1, 2, 
and 3.   Correlational analyses were used to determine the significant relationships among 
variables and to answer research question 4. 
Principals were asked to respond to the Leadership Behavior Inventory (Green, 
2006).  The instrument was used in this study to explore the perceptions of principals 
through an examination of (a) the importance of exhibiting behaviors informed by the 13 
core competencies and (b) the frequency in which principals exhibited behaviors 






Teachers were asked to respond to the Leadership Behavior Inventory (Green, 
2006) and the modified Purdue Teacher Opinionaire (Bentley & Rempel, 1980).  The 
Leadership Behavior Inventory was used to examine the perceptions of teachers as to the 
frequency in which their principals exhibited behaviors informed by the 13 core 
competencies.  The Purdue Teacher Opinionaire was used to measure the level of job 
satisfaction of teachers in their current work environment.   
After the surveys were returned, data was input into the Statistical Package for 
the Social Sciences (SPSS), version 20.0.0, which was used to conduct all quantitative 
and correlational analysis. Data collected produced results regarding (a) the perceptions 
of leader behavior regarding the 13 core competencies using descriptive analysis and (b) 
the relationship those perceptions had on teacher job satisfaction using Pearson’s 
correlation analysis.  Pearson’s correlation analysis determines the average cross-product 
of the standard scores of two variables using the coefficient, Pearson’s r. The Pearson’s r 
coefficient represents the linear relationship between two variables.  
Sample Population and Demographics 
Principals and teachers in three school districts in southeast United States were 
selected to participate in the study. The three districts were chosen through convenience 
sampling.  According to district websites, the three school districts consist of 42 
elementary schools, 17 middle schools, and 11 high schools for a total of 70 schools, each 
with one principal.   
With approval of each district’s superintendent, the Leadership Behavior 
Inventory was sent to all 70 principals within the three districts. A total of 62 principals 






behaviors informed by the 13 core competencies and the frequency to which they exhibit 
those behaviors.  The responses resulted in an overall return rate of 88.7%.   
Demographics of the principal population were collected to guide the researcher 
during the analysis of data for this study and to provide data for future research regarding 
characteristics and qualities that might have an effect on leader behavior.  In regards to 
gender, the majority of the principals that participated in the study were female (76%).  
Seventy-nine percent of the principals had 10 or less years of experience as a principal. 
Table 1 shows a frequency distribution of principals’ gender, years of teaching 


























































With the approval of each school district’s superintendent, the principals were 
asked to forward the survey links containing the Leadership Behavior Inventory and the 
modified Purdue Teacher Opinionaire to the teachers in their schools. A total of 346 
teachers responded to the surveys and provided their perceptions on their school leaders’ 
behavior and teacher job satisfaction.   
Demographics of the teacher population were collected and determined in order to 
(a) guide the researcher during the analysis of data for this study and (b) provide data for 
future research regarding teacher characteristics and qualities that might have an effect on 
teacher job satisfaction.  The majority of teachers that participated in this study were 
female (88%).  Forty-two percent of the teachers had less than 10 years of experience as 
teachers, and 58% of the teachers had 11 or more years of experience.   
Table 2 shows a frequency distribution of teachers’ gender and years of 
















































Note.  N = 346. 
 
Quantitative Findings and Answers to Research Questions 
 
Principal Perceptions of Their Leadership Behaviors 
 Question 1.  The first research question explored the perceptions of principals 
regarding the importance of the 13 core competencies.  This question was answered 
through descriptive analysis of principals’ (N = 62) responses on the Leadership 
Behavior Inventory.  The first research question states:  To what extent, if any, do school 
leaders perceive the 13 core competencies to be important? 
Principals indicated the perceived importance they place on a specific behavior 
informed by the 13 core competencies using a 5-point Likert type scale (1 = unimportant, 
2 = of little importance, 3 = moderately important, 4 = important, or 5 = very important).  
Results revealed that principals perceived behaviors informed by the 13 core 
competencies to be important.  The average mean score for each competency was 4.58 or 






were (a) assessment (M = 4.81), (b) inquiry (M = 4.77), (c) learning community (M = 
4.76), and (d) professionalism (M = 4.76).   
Overall, principals in this population place importance on leader behaviors 
informed by all of the 13 core competencies. Though all of the competencies were 
deemed important by the principals, the least amount of importance was placed on (a) 
collaboration (M = 4.61), (b) curriculum and instruction (M = 4.60), (c) professional 
development (M = 4.60), and (d) unity of purpose (M = 4.58).  
Table 3 shows the mean score for principals regarding the extent to which they 
perceived behaviors informed by the 13 core competencies to be important to them in 


































Principals’ Perceptions on the Importance of Behaviors Informed by  
the 13 Core Competencies 
 













































































Note. Maximum score = 5. 




Question 2.  The second question explored principals’ perceptions as to the extent 
to which they exhibited behaviors informed by the 13 core competencies.  This question 
was answered through descriptive analysis of principals’ (N = 62) responses on the 






any, does the 13 core competencies inform the behavior of school leaders in the 
administration of their schools?  
 Principals indicated the extent to which they used behaviors informed by the 13 
core competencies using a 5-point Likert type scale (1 = never, 2 = seldom, 3 = 
occasionally, 4 = frequently, or 5 = always).  Results revealed that principals perceived 
that they frequently exhibited behaviors informed by all of the core competencies (M = 
4.27 or higher).  The top four most frequently used core competencies, as perceived by 
principals, were (a) assessment (M = 4.61), (b) organizational management (M = 4.53), 
(c) inquiry (M = 4.50), and (d) learning community (M = 4.48).  The competencies used 
least by principals in the population sample were (a) unity of purpose (M = 4.31),  (b) 
professional development (M =4.31), (c) collaboration (M = 4.31), and (d) curriculum 
and instruction.   
Table 4 shows the mean scores of the principals regarding the frequency they 
















Principals’ Perceptions on the Frequency of Behaviors Informed by the 13 Core 
Competencies 
 












































































Note. Maximum score = 5. 













 Teacher Perceptions 
 Question 3.  The third research question examined teachers’ perceptions of the 
frequency to which their school leaders’ behaviors are informed by the 13 core 
competencies.  This question was answered through descriptive analysis of teachers’ (N = 
346) responses on the Leadership Behavior Inventory.  The third research question states:  
To what extent do teachers perceive that their school leaders exhibit behaviors informed 
by the 13 core competencies?   
 Results reveal that teachers believed that their principals frequently exhibited 
behaviors informed by all of the 13 core competencies (between M = 4.05 and M = 4.59).  
The top four competences exhibited most often by principals, as perceived by teachers, 
were (a) assessment (M = 4.59), (b) curriculum and instruction (M = 4.55), (c) unity of 
purpose (M = 4.47), and, (d) collaboration (M = 4.46).  Although teachers believed that 
their principals frequently exhibited behavior informed by the 13 core competencies, 
instructional leadership (M = 4.05) was perceived by teachers to be the least used by 
principals.  
Table 5 shows the mean score for teachers regarding their perceptions on the 
extent to which their principals exhibited behaviors informed by the 13 core 












Teachers’ Perceptions on the Frequency their Principals Exhibit Behaviors  
Informed by the 13 Core Competencies 
 
Core Competency M SD 
Assessment 
 
Curriculum and Instruction 
 








































































Note. Maximum score = 5. 
N = 346 for each group. 
 
 
Of the top four competencies indicated by teachers, principals also believed that 
they most frequently exhibited behaviors informed by assessment (M = 4.61). Teachers 
indicated that the competency used least by their principals was instruction leadership (M 






 Table 6 shows comparisons between principals’ perceptions and teachers’ 




Table 6   
 
Frequency Principals use the 13 Core Competencies as Perceived by Principals and 
Teachers. 
 
Core Competency Teachers  Principals Difference 
Assessment 
 
Curriculum and Instruction 
 

































































































Note.  Maximum score = 5.   









Teacher Perception and Teacher Job Satisfaction 
 
 Question 4.  The fourth question examined the relationship between teacher job 
satisfaction and the extent to which principals exhibited behaviors informed by the 13 
competencies using quantitative analyses.  Responses to both the Leadership Behavior 
Inventory and the modified Purdue Teacher Opinionaire were used to collect data, and 
Pearson’s correlation analyses were conducted to determine the relationship.  The fourth 
question states:  Is there a relationship between teacher job satisfaction and the extent to 
which teachers perceive that their leaders’ behaviors are informed by the competencies? 
 A significant correlation was found between  teacher job satisfaction and teachers’ 
perceptions regarding the frequency of which principals exhibited behaviors informed by 
the 13 core competencies (r  = .616, p < 0.01).  The significance of this correlation 
provides strong evidence for the presence of a significant relationship.  This suggests that 
the higher the teacher’s perception regarding the extent to which a principal exhibited 
behaviors informed by the 13 core competencies, the higher the teacher’s job satisfaction.   
 Pearson r2 value (.379) indicates that approximately 38% of the variability of 
teachers’ job satisfaction is related to their perceptions of the frequency in which the 
principal used behaviors informed by the 13 core competencies.  This value represents a 
moderate effect size for the relationship between these two variables.  The unexplained 
variance (.621) might be attributed to the difference in teachers’ perceptions and 
principals’ perceptions regarding the extent to which principals use the 13 core 
competencies.  Overall, the results imply that teachers in this study have higher job 
satisfaction when they perceive their leaders to exhibit behaviors informed by the 13 core 






The findings to question 4 also revealed a statistically significant positive 
relationship between teacher job satisfaction and the importance principals place on 
behaviors informed by the 13 core competencies (r = .645, p < 0.01). According to 
Waddell (2010), effective principals provide environments in which teachers are 
supported and regarded as valued decision-makers in their schools.  The findings indicate 
that teachers in this population sample believe principals to value and use behaviors 
informed by the 13 core competencies.   
Table 7 shows the Pearson’s correlation coefficients and the statistical 
significance levels between teacher job satisfaction and teachers’ perceptions regarding 
the importance principals place on and the extent to which principals exhibited behaviors 
informed by the 13 core competencies.   
 
Table 7 
Correlations Between Teacher Job Satisfaction and Teachers’ Perceptions  
Regarding the Importance of and the Extent to which Principals Exhibit 
Behaviors Informed by the 13 Core Competencies 
 










        
 
Note. Correlation is significant at the 0.01level (2-tailed). 











 The literature review included many studies that support the notion that leadership 
behavior clearly impacts teacher job satisfaction.  Another theme that emerged from the 
review of existing research was that effective school leaders possess skills used to forge 
collaborative relationships with their teachers. Results of this study indicate that 
principals place importance on and use the 13 core competencies in their daily 
responsibilities as school leader.  Teachers in the study population indicated that they 
perceive that their principals frequently display behaviors informed by the 13 core 
competencies.  The correlation of data revealed that job satisfaction is enhanced when 








Chapter 5:  Discussions and Implications of Study 
 The fifth and final chapter of the dissertation presents (a) the discussion and 
implications of findings, (b) the relationship of the study to prior research, (c) 
implications of limitations, (d) recommendations for practice, (e) recommendations for 
future research, and (f) a conclusion. 
Summary and Overview of Study 
There is a need to increase teacher job satisfaction.  In the era of increased 
accountability and pressure to improve student achievement, principals are being asked to 
focus on developing effective leadership behaviors as they face the challenges of 
improving instruction and maintaining teacher job satisfaction. What we do not know is 
which leader behaviors increase job satisfaction of teachers.  If, as the literature suggests, 
principals’ behaviors influence teacher job satisfaction and teacher job satisfaction leads 
to enhanced student achievement, then determining the leadership behaviors of effective 
principals that lead to higher levels of teacher job satisfaction is imperative (Darling-
Hammond, 2007; Lester, 1990; Prince, 2007). Given the current focus on leadership 
behavior and teacher job satisfaction, this researcher sought to determine if teacher job 
satisfaction is enhanced when leaders exhibit behaviors informed by Green’s (2010) 
thirteen core competencies. 
Shared values, goals, ideas about pedagogy and relationships are good strategies 
to bring about changes that affect the quality of teaching and learning in 21st century 
classrooms (Sergiovanni, 2000).  There is growing agreement among researchers that it is 
the school leader who is best positioned to ensure that teaching and learning are strong 






student success (Bottoms & O’Neill, 2001; Green, 2009; Hobson-Horton et al., 2009; 
Shelton, 2009; Southwest Educational Development Laboratory, 1992; Waters & Grubb, 
2004; Waters et al., 2005).  Higher accountability for student achievement has resulted in 
the need for principals to evaluate teacher effectiveness.  To be effective in the evaluation 
process, principals must be able to establish and maintain positive relationships with 
teachers.  Consequently, both the culture of the school, including teacher job satisfaction 
and student achievement, can be enhanced by the quality of relationships among 
principals and teachers (Barth, 2006).   
It is critical for school leaders to be aware of how their behaviors affect teacher 
job satisfaction (Rowland, 2008).  Studies have provided evidence that effective 
interpersonal relationships between principals and teachers lead to teacher job satisfaction 
(Davis & Wilson, 2000; Goodlad, 2004; Ivie, 2007; Markow & Scheer, 2003).  Findings 
in the study indicate that when principals exhibit behavior informed by Green’s (2010) 
thirteen core competencies, teachers experience more positive rapport with the principal 
and have increased job satisfaction.  To determine which leadership behaviors lead to 
positive relationships, and thus enhance teacher job satisfaction, principal and teachers 
were asked to provide their perceptions regarding leadership behaviors of principals.  
The procedures for this study included the use of two surveys: the Leadership 
Behavior Inventory and the modified Purdue Teacher Opinionaire.  The study revealed 
the descriptive statistics for principals’ perceptions of the importance that they place on 
leadership behaviors informed by the 13 core competencies and the frequency in which 
they used leadership behaviors informed by the competencies.  In addition, the study 






principals used leadership behaviors informed by the 13 core competencies and a 
correlational analysis of the relationship between the 13 core competencies and teacher 
job satisfaction.   
The study focused on principals and teachers in 42 elementary schools, 17 middle 
schools, and 11 high schools in southeast United States.  The Leadership Behavior 
Inventory was used to collect data regarding (a) the extent to which principals perceive 
the 13 core competencies to be important, (b) the extent to which principals exhibit 
behavior informed by the competencies, and (c) the extent to which teachers believe their 
principals’ exhibit behaviors informed by the competencies. The modified Purdue 
Teacher Opinionaire (Bentley & Rempel, 1980) was used to measure the level of 
satisfaction that teachers experience in their current work environment.  Data from both 
survey instruments were correlated to determine the relationship, if any, between the 
extent to which teachers perceive that principals used behavior informed by the 
competencies and their level of job satisfaction. 
Sixty-two principals and 346 teachers completed the Leadership Behavior 
Inventory, developed by Green (2006).  The inventory measured leader behaviors 
informed by Green’s (2010) 13 core competencies: (a) visionary leadership, (b) unity of 
purpose, (c) learning community, (d) instructional leadership, (e) curriculum and 
instruction, (f) professional development, (g) organizational management, (h) assessment, 
(i) reflection, (j) collaboration, (k) diversity, (l) inquiry, and (m) professionalism. 
In addition, the 346 teachers responded to the modified Purdue Teacher 
Opinionaire to rate their level of satisfaction.  This survey was administered with the 






order to determine if there was a relationship between perceived principal behaviors 
informed by the 13 core competencies and teacher job satisfaction.  
Discussions and Implications of Findings  
 Question 1.  To what extent, if any, do school leaders perceive the 13 core 
competencies to be important? 
 Analysis of the data, as it pertains to this research question, revealed that 
principals from the population sample believe the 13 core competencies to be important 
in the administration of their schools.  Each of the 13 core competencies displayed a 
mean score of 4.58 to 4.81 on a 5-point scale, all of which are well above the statistical 
mean of 2.5.  Statistical data supporting these findings appear on page 57. The findings 
are significant to the rapidly changing era of standards-based reform and accountability 
that has fueled a shift in the role of principal.   
Principals can no longer function solely as building managers.  They are required 
to become leaders of learning who can develop a team of teachers who deliver effective 
instruction (Dufour & Eaker, 1998; Dufour & Marzano, 2011; Wallace Foundation, 
2011). Thirty years of research has shown that effective principals can significantly 
influence student achievement and turn around failing schools (Leithwood et al., 2004; 
Waters et al., 2005).  Acquiring and mastering the necessary skills to significantly 
influence student achievement can be challenging for principals.  From a preponderance 
of the literature, Green (2010) identified 13 core competencies that describe what school 
leaders should be able to do and inform the knowledge and skills that research has 






 Findings from this research question suggest that principals perceive the 13 core 
competencies to be important.  This confirms past research on leadership behavior 
emphasizing the importance of exhibiting behaviors informed by the 13 core 
competencies (Farmer, 2010; Fee, 2008; Ivie, 2007; Green, 2010).  In order for principals 
to effectively address the challenges of 21st century schools, they need to have a clear 
understanding of how their behavior influences the behavior of others (Green, 2010).  
Bohn (2003) concluded that leadership, or how leaders behave, has a direct relationship 
to overall perceptions of organizational effectiveness. The competencies can help 
principals understand and address their personal strengths and weaknesses and how their 
behavior affects the behavior of those they lead.   
Previous research has indicated that the 13 core competencies inform leader 
behaviors that are central to creating positive school cultures (Farmer, 2010; Fee, 2008; 
Green, 2010; Ivie, 2007).  Copeland (2003) and Murphy et al. (2007) found that effective 
principals intentionally foster moral and performance character; develop safe and caring 
school climates; and promote shared leadership and accountability, all of which have 
been validated as being central to creating positive school cultures.  Additionally, 
principals are able to create positive school culture and lead school improvement through 
unity of purpose consisting of collaboration, reflection, and a commitment to achieving a 
common goal (Levin, 2001).  Principals in the population sample indicated that they 
perceived all of the 13 core competencies to be important including unity of purpose (M 
= 4.58), collaboration (M = 4.61), and reflection (M = 4.65). 
In the literature, the top competencies that leaders need to have in order to 






articulate a clear vision for high student achievement; (b) demonstrate the ability to 
analyze and use data to identify student needs, inform instruction, and provide high-
quality professional development; (c) develop, implement, and evaluate rigorous 
curricula to accelerate student achievement; (d) support the development of all teachers; 
and, (e)  manage resources and operations that supports student learning.  Principals’ 
perceptions mirror the literature reports in regard to competencies needed by leaders in 
21st century schools.   
Figure 2 shows a chart of the importance principals place on all of the 13 core 




Figure 2.  The importance principals place on the 13 core competencies.  This figure 

























Question 2.  To what extent, if any, do the 13 core competencies inform the 
behavior of school leaders in the administration of their schools? 
 The quantitative data revealed that principals from the population sample 
perceived that they frequently used behaviors informed by the 13 core competencies with 
mean scores of 4.27 to 4.61, all of which are well above the statistical mean of 2.5.  
Statistical data supporting these findings appear on page 59.   
 Effective leadership is required to implement change processes to nurture an 
instructional program and school culture conducive to learning and professional growth 
(Green, 2010; Levin, 2001; Murphy, 2007; Public Impact, 2009; Shannon & Byslama, 
2003).  According to Green (2010), leaders of effective schools have mastered the core 
competencies and are knowledgeable of best practices that are research-based and that 
have proven to generate specific outcomes in a variety of settings.   
 Davis et al. (2005) identified three aspects of the principal’s job:  (a) developing a 
deep understanding of how to support teachers, (b) managing the curriculum in ways that 
promote student learning, and (c) developing the ability to transform schools into more 
effective organizations that foster powerful teaching and learning for all students.  These 
findings are reflected in the 13 core competencies, specifically, (a) professional 
development, (b) curriculum and instruction, and (c) organizational management.  The 13 
core competencies inform leader behaviors that focus on what is essential, what needs to 
be done, and how to get it done to improve teaching and learning (Green, 2010).  
Data from research questions one and two, revealed that principals in this 






core competencies.  Figure 3 shows the frequency principals perceive that they exhibit 




Figure 3.  The frequency principals exhibit the 13 core competencies.  This figure shows 




Results from the first research question revealed that principals from the 
population sample placed importance on the 13 core competencies. According to the 
findings from the second research question, principals not only perceived the 13 core 
competencies to be important, but also believed that they exhibited behaviors informed 
by the competencies in the administration of their schools. Regarding the importance of 
the competencies, principals indicated the top four to be (a) assessment (M = 4.81), (b) 
inquiry (M = 4.77), (c) learning community (M = 4.76), and (d) professionalism (M = 
4.76).  Regarding the frequency in which the 13 core competencies were used, principals 
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indicted the top four to be (a) assessment (M = 4.61), (b) organizational management (M 
= 4.53), (c) inquiry (M = 4.50), and (d) learning community (M = 4.48).   
The difference in the order of the top four competencies, as perceived by 
principals, could be attributed to federal and state mandates, current district initiatives, 
school culture, school improvement goals of the school, and day-to-day responsibilities.  
Traditionally, principals have been more engaged in management functions.  The focus 
on accountability has caused principals to assume more academic leadership roles that 
directly impact student achievement.  As a result, instructional leadership has emerged as 
an important role of the principal (Blase & Kirby, 2000; Edgerson & Kritsonis, 2006; 
Shannon & Byslma, 2003; Wallace Foundation, 2011).   
Effective principals work to improve achievement by focusing on the quality of 
instruction and facilitating learning communities focused on helping students achieve at 
higher levels (Dufour & Marzano, 2011).  Learning communities serve as catalysts for 
school improvement by using assessment data to identify the needs of students, 
identifying the strengths and weaknesses of teachers, and informing teaching practice 
(Dufour, 2001).  At the foundation of the learning community, is inquiry that is focused 
on student learning, high standards, and best practice (Copeland, 2003).   
Table 8 shows the difference between principals’ perceptions of the importance of 









Table 8   
 
Difference Between Principals’ Perceptions of the Importance of and the Frequency in 
which they use the 13 Core Competencies. 
 





























































































Note.  Maximum score = 5.   




Question 3.  To what extent do teachers perceive that their school leaders exhibit  
 
behaviors informed by the 13 core competencies? 
 
 The teacher perception data shows that principals frequently used behaviors 
informed by all of the 13 core competencies.  Each of the competencies displayed a mean 
score of 4.05 to 4.59, all of which are well above the statistical mean of 2.5.  The 






 Although teachers had slightly lower perceptions regarding the frequency in 
which principals used the competencies, the findings were significant. The top four 
competences exhibited most often by principals, as perceived by teachers, were (a) 
assessment (M = 4.59), (b) curriculum and instruction (M = 4.55), (c) unity of purpose (M 
= 4.47), and (d) collaboration (M = 4.46).   The principals indicated that they most often 
used the following four competencies:  (a) assessment (M = 4.61), (b) organizational 
management (M = 4.53), (c) inquiry (M = 4.50), and (d) learning community (M = 4.48). 
The differences in teacher and principal scores are displayed on page 62. 
 Administrative support and leadership, school atmosphere, and teacher autonomy 
are working conditions associated with teacher satisfaction (National Center for 
Education Statistics, 1997).   The more favorable the working conditions were, the higher 
the satisfaction.  Administrative support was cited in the literature review as being one of 
the top indicators of teacher job satisfaction (National Center for Education Statistics, 
1997; Shen et al., 2011; Waddell, 2010).  Ross and Gray (2006) found that principals 
who use transformational leader behavior (i.e., giving teachers opportunities to 
participate in developing school goals, diagnosing instructional needs, and providing 
appropriate professional development) were likely to have a positive impact on teachers’ 
beliefs about their capacity and commitment to organizational values.  The top four most 
frequently used competencies, as identified by both teachers and principals, inform the 
type of transformational leader behavior identified in the literature.     
As stated in Chapter 2, transformational leadership occurs where the leader takes 
a visionary position and inspires people to follow (Bass, 1990).  Transformational 






While all of Green’s (2010) 13 core competencies inform leader behavior that supports 
transformation leadership and influences teacher job satisfaction, visionary leadership 
allows leaders to align leadership behaviors with school goals to drive change.  Unity of 
purpose allows leaders to clarify and communicate the vision, which leads to a shared 
understanding and stronger relationships. Since teachers in the sample population 
perceive that principals value and use all the competencies, it is likely that they 
experience higher levels of job satisfaction.   
Figure 4 displays the frequency that teachers perceive principals exhibit behaviors 
informed by the 13 core competencies.  
 
 
Figure 4.  The frequency teachers perceive principals exhibit behavior informed by the 
13 core competencies.  This figure shows the average frequency that teachers perceived 

























Question 4.  Is there a relationship between teacher job satisfaction and the extent 
to which teachers perceive that their leaders’ behaviors are informed by the 
competencies? 
A Pearson correlation was calculated between teacher job satisfaction and 
teachers’ perceptions regarding the frequency with which principals used behaviors 
informed by the 13 core competencies.  The findings reveal a statistically strong, positive 
relationship between teachers’ perceptions of the principals’ behavior informed by the 
competencies and teacher job satisfaction.  Statistical data supporting this finding are 
presented on page 63. 
Findings from this research question confirm past research on leadership behavior 
emphasizing the relationship of principals exhibiting behaviors informed by the 13 core 
competencies to teacher job satisfaction. Ivie (2007) and Farmer (2010) found that 
teacher job satisfaction and motivation were high when principals displayed behaviors 
informed by the competencies.  Teachers’ perceptions of principals are influenced by 
principals’ role modeling and decision making abilities (Hardman, 2011).  Barth (2006) 
concluded that principals improve relationships with teachers by stating expectations for 
and modeling collegial behavior.  
The results from the teachers’ perceptions of the principals’ behavior and the 
relationship to job satisfaction are consistent with previous research indicating their 
importance. School leaders must create the kind of school environment and exhibit the 
type of behavior that promotes teacher satisfaction (Wahlstrom & Louis, 2008).  Waddell 
(2010) declared that teacher job satisfaction is increased through supportive school 






professional development and collaborative work.  Price (2012) found that the level of 
job satisfaction among teachers is directly affected by the relationship with their 
principals.  As evidenced by the strong correlation between teachers’ perceptions of 
leaders’ behavior and teacher job satisfaction, if principals exhibit behavior informed by 
the 13 core competencies, teacher satisfaction will be enhanced.     
Relationship to Prior Research 
 The 13 Core Competencies.  The findings in previous research has consistently 
concluded that it is essential that principals become skilled in the 13 core competencies if 
they are to effectively address the challenges of 21st century schools (Farmer, 2010; Fee, 
2008; Green, 2010; Ivie, 2007).  Ivie’s (2007) research showed that the 13 core 
competencies are necessary components of successful principals and that teacher job 
satisfaction is highest when principals displayed behaviors informed by the competencies.  
Fee (2008) found that principals who exhibit behaviors informed by the competencies are 
able to model behaviors that enhance teacher motivation and job satisfaction and foster 
positive attitudes among teachers. Farmer (2010) further found that teachers are highly 
motivated when they perceive that principals exhibit behaviors informed by the 13 core 
competencies.  
 Current findings indicate that Green’s (2010) core competencies inform leader 
behavior that influence job satisfaction among teachers. Research regarding teacher job 
satisfaction supports that quality relationships between principals and teachers lead to 
teacher job satisfaction, which can have a positive effect on student achievement (Bogler, 
2001; Cotton, 2003; Davis & Wilson, 2000; Futernick, 2007; Lester, 1990; Mulford, 






Southwest Educational Development Lab, 2000; Tye & O’Brien, 2002; Waddell, 2010).  
Prior research and literature offer that the 13 core competencies reference behaviors that 
principals need to address current and potential problems in 21st century schools.  
Reflecting on the findings in this study and comparing the findings to the literature 
review, reiterating the definitions for the competencies is warranted.  The definitions are 
restated to clarify what is meant by each competency.   
Visionary leadership.  Effective leaders facilitate and articulate a school vision 
that reflects high standards of learning, a belief that all students can learn, and high levels 
of personal and organizational performance.  In addition, effective school leaders 
articulate the vision through personal modeling and by communicating with others in and 
around the organization (Hallinger, 2003; Hoyle et al., 1998; Murphy, 2007; Senge, 
1990; Southwest Educational Development Laboratory, 1992). 
Unity of purpose.  Clarity is a continuous process that allows the school leader to 
communicate the vision. Effective school leaders advocate excellence in student 
performance by building systems of relationships with the stakeholders in their schools 
that create positive environments where all students learn (Leithwood et al., 2004; 
O’Donnell & White, 2005). In addition, school leaders must continuously monitor school 
climate and analyze data to determine program effectiveness.   
Learning community.  Louis and Marks (1998) found that when a school is 
organized into a professional learning community, the following occurs: (a) teachers set 
higher expectations for student achievement; (b) students receive needed support in 
achieving ambitious learning goals; (c) the quality of classroom pedagogy is considerably 






community is collaboration.  Principals are better positioned to collaborate more with 
teams rather than with individual teachers.  Effective principals foster shared leadership 
by identifying and developing teachers to lead their collaborative teams.  Dufour and 
Marzano (2011) advocate that the collaborative team is the catalyst for shared leadership.   
Instructional leadership.  The result of instructional leadership is a collaborative 
learning environment in which principals have strong vision and values, communicate 
openly, praise teachers’ efforts, convey high expectations for teacher and student 
performance, actively involve teachers in decision-making and provide teachers with the 
autonomy to try creative approaches tend to have greater success in leading instructional 
programs (Blase & Kirby, 2000; Bulach et al., 2000; Edgerson & Kritsonis, 2006; 
Murphy, 2007).  
Curriculum and instruction.  There is agreement among researchers that 
effective school leaders implement a high-quality and rigorous curriculum program, 
establish high standards and expectations, ensure that opportunity to learn is available to 
all students, and are diligent in monitoring and evaluating the effectiveness of the 
school’s instructional program (Glanz et al., 2007; Leithwood et al., 2004; Murphy, 
2007).  Principals can have a positive effect on student achievement when they focus on 
what is taught, how it is taught, and the relationship to students’ prior knowledge (Waters 
& Grubb, 2004). 
Professional development.  Effective professional development needs to  
be ongoing, embedded in practice, linked to school reform and problem-based (Darling-
Hammond, 2007; Shelton, 2009).  Effective school leaders are committed to helping 






the specific goals and curriculum programs of the school and are actively involved in 
planning and implementation of professional development activities (Anderman, 1991; 
Ashton & Webb, 1986; Dufour, 2004; Dufour & Eaker, 1998; Murphy, 2007; Sparks, 
2002).  
Organizational management.  Effective school leaders create highly reliable 
organizations in which all children can be successful. In essence, effective principals 
establish clearly defined school-wide academic and behavior standards by holding all 
teachers and students accountable for learning (Hoyle et al., 1998; Murphy et al., 2007).  
Murphy et al. (2007) emphasized that the culture of an organization is evident in all other 
functions that a school leader performs, including production, accountability, continuous 
improvement, safe and orderly learning environment, and community. 
Assessment.  Research has shown that using data in instructional decisions can 
lead to improved student performance (Waymon et al., 2007; Wohlstetter et al., 2008). 
Effective instructional leaders conduct assessments and identify the needs of students, as 
well as strengths and weaknesses of teachers (Dufour, 2001). Bambrick-Santoyo (2010) 
concludes that assessment is one of the most effective ways to improve student 
achievement when data is used properly to inform teaching practice.  
Reflection.  Part of the responsibility that comes with school leadership is being 
able to make the right decisions to ensure the continued growth and development of the 
school. Reflecting on past decisions is a critical step to this process and a principal’s 
ability to effectively lead others. This leader behavior allows leaders to align their actions 
with the goals and visions of the school. Acquiring knowledge and gaining the skills 






knowledge about assessment practices (Green, 2010; Murphy et al., 2007; Waters & 
Grubb, 2004).  
Collaboration.  Collaboration can best be accomplished when principals and 
teachers are focused on helping students achieve at higher levels (DuFour & Eaker, 1998).  
Research has provided evidence that collaborative principals build positive relationships 
with teachers, use practices that are positively associated with student achievement, and 
develop the knowledge and skills to effectively lead change (Mulford, 2003; O’Donnell 
& White, 2005; Waters & Grubb, 2004; Waters et al., 2005). 
Diversity. Standards 4, 5 and 6 of the ISLLC Standards address the importance of 
school leaders responding to the diversity of the community, acting with integrity, and 
being knowledgeable of political, social, legal, and economical barriers (CCCSO, 2008; 
Murphy et al., 2007). Effective school leaders demonstrate an understanding of and a 
commitment to the benefits that diversity offers to the school by creating an environment 
in which the ethical and moral imperatives of schooling are valued and by recognizing 
and eliminating unfair treatment and inequalities (Green, 2010; Murphy et al., 2007). 
Inquiry.  The research literature suggests that ongoing inquiry that is focused on 
student learning, high standards, equity, and best practice, leads to increased capacity for 
school improvement and distributive leadership (Copeland, 2003; McLaughlin & Talbert, 
2002; Vaughn et al., 2007).  
Professionalism.  Leaders who exhibit professional behavior are cognizant of 
their own values and beliefs and shape their behavior around a personal and professional 
code of ethics (ASCD, 2005; Murphy et al., 2007). According to Green (2010), principals 






and students to high levels of performance.  In addition, the practice of professionalism 
will enhance the work of principals in the other 12 competency areas.  
Data from the present study revealed a strong, positive relationship between the 
extent to which teachers perceived principals exhibited behaviors exhibited by the 13 
core competencies and teacher job satisfaction.  The quality of relationships between 
principals and teachers and the relationship to teacher job satisfaction can be explained 
through the lens of leader-member exchange theory.   
Leader-Member Exchange Theory (LMX).  Results from empirical 
research regarding the quality of relationships between supervisors and subordinates, 
have shown LMX to be positively related to desired outcomes including job satisfaction 
(Graen & Uhl-Bien, 1995; Harris et al., 2007; Liden & Maslyn, 1998; Liden et al., 1997; 
Truckenbrodt, 2000).  Waddell (2010) found that the quality of relationships among 
teachers and principals is enhanced when principals provide environments in which 
teachers are supported and regarded as valued decision-makers in their schools.   
According to Fee (2008), principals who use behaviors informed by the 13 core 
competencies, are able to model behaviors that increase teacher job satisfaction and foster 
positive attitudes among teachers regarding their ability to enhance teaching and learning.   
Teachers believe that principals established a clear direction and inspired them to 
move in that direction.  Additionally, teachers perceived that principals were committed 
to helping them be successful in their work. These findings suggest that as principals use 
the competencies to inform their behavior, the relationships with teachers are 
strengthened, the quality of the relationships improves, and teacher job satisfaction 






Teacher Job Satisfaction.  Goodlad (2004) emphasized the importance of 
identifying factors that school leaders can control which lead to teacher job satisfaction.  
The current exploration of teacher job satisfaction and leadership behavior was based on 
three assumptions: (a) there is a relationship between teacher job satisfaction and the 
behavior of the school leader (Bishay, 1996; Bogler, 2001; Chong, 2010; Futernick, 
2007; Tickle et al., 2011; Waddell, 2010; Wynn & Brown, 2008);  (b) the 13 core 
competences inform school leader behavior for effective principals of 21st century 
schools (Green, 2010); and,  (c) if principals exhibit behavior informed by the 13 core 
competencies, the level of teacher job satisfaction will be enhanced (Green, 2010; Ivie, 
2007). 
Current findings revealed a strong, positive relationship between the extent to 
which teachers perceived principals exhibited behaviors informed by the 13 core 
competencies and teacher job satisfaction. Ivie’s (2007) study revealed that the greater 
teachers’ perception regarding the principals’ behaviors as informed by the 13 core 
competencies, the greater was their expressed satisfaction with their working 
environment.  Green (2010) concluded that the quality of relationships between principals 
and teachers makes a difference in the job satisfaction of teachers.  Waddell (2010) 
examined critical components that cause teachers to remain in urban schools past the 
five-year attrition mark and found that teacher job satisfaction is increased through 
supportive school leaders, participative decision-making, collegial relationships, quality 
professional development and collaboration.  All of the previously listed findings are 







Implications of Limitations 
 Limitations of this study were noted to help guide the researcher during the 
analysis and understanding of the data and to help guide future researchers during 
research planning on leadership behaviors and teacher job satisfaction.  This study is 
restrictive in that the findings represent a convenience sample population consisting of 
school principals and teachers from three school districts in southeast United States; 
therefore, the findings may not accurately represent perceptions of principals and teachers 
in all educational settings.  
 The results are based on perceptions of respondents; thus, data collected only 
reflects their opinions and beliefs regarding leader behaviors and teacher job satisfaction.  
Using the mean score reduced the researcher’s ability to look at the details of individual 
principal and teacher responses and could be a limitation.  Given the wide range of 
perceptions due to various interpretations of how leaders behave, data might not reflect 
accurate representations of leader behavior or teacher job satisfaction without also 
incorporating a qualitative research component that includes interviews and observations.   
Recommendations for Practice 
 It is important that school leaders understand the importance of leadership 
behavior as it relates to teacher job satisfaction.  Research reveals that teachers who are 
satisfied tend to stay in the profession longer and often cite principal leadership as an 
integral contributing factor (Darling-Hammond, 2003; Ingersoll, 2001; Waddell, 2010; 
Woods & Weasmer, 2004).    
The current study was conducted to determine (a) the extent to which school 






(b) the extent to which leaders exhibit behaviors informed by the competencies, (c) the 
extent to which teachers believe their principals’ exhibit behaviors informed by the 
competencies, and (d) the relationship, if any, between the extent to which teachers 
perceive that their principals’ behavior is informed by the competencies and their level of 
job satisfaction.  
The study was founded on three assumptions:  (a) there is a relationship between 
teacher job satisfaction and the behavior of the school leader (Bishay, 1996; Bogler, 
2001; Chong, 2010; Futernick, 2007; Tickle et al., 2011; Waddell, 2010; Wynn & Brown, 
2008);  (b) the 13 core competences inform school leader behavior for effective 
principals of 21st century schools (Green, 2010); and (c) if principals exhibit behavior 
informed by the 13 core competencies, the level of teacher job satisfaction will be 
enhanced (Green, 2010; Ivie, 2007).  Consequently, student achievement would be 
enhanced as teacher job satisfaction is associated with teacher effectiveness, which 
ultimately affects student achievement (National Center for Education Statistics, 1997).  
 This research supported the three assumptions.  The 13 core competencies were 
perceived by principals as important and were frequently implemented into the daily 
responsibilities of principals in the participating school districts.  Teachers’ perceptions 
indicated that principals viewed the competencies as important and that they frequently 
exhibited behaviors informed by the competencies.  Additionally, teachers’ perceptions 
regarding principal behavior had a statistically significant positive relationship to teacher 






 The findings in this study serve to further solidify the research that states how 
leadership behavior impacts teacher job satisfaction.  Based on the findings, the following 
recommendations are offered.  
§ Principals should use the 13 core competencies to measure their own 
leadership behavior.  Additionally, the competencies would help principals 
to understand and address their strengths and weaknesses that may affect 
the success of their efforts to improve schools.  This can be accomplished 
through the use of a checklist or teacher surveys.   
§ It is recommended principals spend time understanding and implementing 
behaviors informed by these competencies (Farmer, 2010).  
§ After gaining an understanding of the competencies, principals should 
research and align their behaviors to related best practices (Green, 2010). 
Mastering and exhibiting behaviors informed by the 13 core competencies 
will also enable principals to create conditions that enhance teacher job 
satisfaction.  
§ Principals should set aside time and participate in collaboration and 
reflection with teachers on a regular basis.  In addition, open and honest 
dialogue about leadership behaviors can empower teachers to assume 
leadership responsibilities.  Dufour and Marzano (2011) advocate that no 
single person has the skills and expertise to fulfill all leadership 
responsibilities. The professional learning community process, through the 
use of collaborative teams, provides a focused venue that allows principals 






§ Since building principals are expected to lead within the boundaries 
established by the districts’ goals, it is recommended that district leaders 
embed the 13 core competencies into job-related professional development 
for principals.  Human resource departments can use the 13 core 
competencies to assess leadership skills of candidates for school 
leadership.  Competencies are most powerful when used to select people 
who are already a good fit for the job (Public Impact, 2009).  
§ To support the aforementioned, it is recommended that universities and 
colleges develop leadership preparation programs that incorporate the 13 
core competencies. The accountability movement has put pressure on 
principals to improve student performance, resulting in school leaders’ 
transitioning from a more administrative role to becoming more heavily 
involved in assessment, instruction, curriculum, and data analysis.  
Recommendations for Future Research 
The current research study focused on the relationship between teachers’ 
perceptions of school principal leadership behaviors and teacher job satisfaction. The 
following suggestions for future research are made to provide a deeper understanding of 
the variables.   
1. The sample population was selected at the convenience of the researcher.  
Recommendations for future research could involve a replication of this study to 
include a larger, more diversified sample population selected randomly. The 
diversification of the study would contribute to a broader generalizability of the 






2.  Leader-member exchange (LMX) was used as the theoretical framework for 
determining the relationship between teacher perceptions of principal behaviors 
and teacher job satisfaction. Leader-member exchange focuses on the quality of 
relationships between leaders and subordinates.  LMX is based on the premise 
that when followers join an organization, they either become part of the leader’s 
in-group or part of the leader’s out-group. The in-group consists of followers who 
are trusted and allowed to participate in decision-making and have input into the 
organizations future. Members of the out-group are simply expected to perform 
their duties but are not allowed the autonomy or participation that the members of 
the in-group are allowed (Hackman & Johnson, 2000).  A future research study 
could use a different leadership model as its theoretical basis such as 
Transformational Leadership, which involves getting all followers involved in 
decision-making.  The results of the two studies could then be compared.   
3.  This same study could be replicated using a different research design. For 
example, the study could be conducted measuring teacher perceptions of principal 
leadership behaviors and teacher job satisfaction using a qualitative approach in 
which teachers could be interviewed and asked open-ended questions regarding 
their perceptions of principal behaviors and teacher job satisfaction levels.  Using 
the qualitative approach could provide insight as to why teachers responded in the 
way they did.  
4.  This study did not examine differences in teacher perceptions of principal 
behaviors and teacher job satisfaction with respect to demographic information. 






information such as age, gender, grade level taught, education level, or years of 
teaching experience in their current school. 
5.  The current research focused on teacher perceptions of principal behavior and 
did not include students. Future research could prove beneficial in determining the 
correlation between students’ perception of principal behavior informed by the 13 
core competencies and student achievement, attendance and conduct.  
6.  This study examined the relationship between teachers’ perceptions of leader 
behavior and teacher job satisfaction.  Future research could be conducted to 
discover whether there is a relationship between leadership behaviors and job 
satisfaction of school support staff. The results of each study could then be 
compared to see if there are differences in the way certified personnel view the 
principal as opposed to classified staff in relation to job satisfaction. 
7.  This study examined the extent to which principals believe the 13 core 
competencies to be important and the extent to which they exhibited behaviors 
informed by the competencies.  Future research might consider the perceptions of 
superintendents regarding the extent to which principals exhibit behaviors informed 
by the 13 core competencies.  This could be conducted similarly to the correlation 
conducted between principals and teachers.  
Conclusions 
 A review of the literature revealed that leadership behavior clearly impacts 
teacher job satisfaction (Davis & Wilson, 2000; Goodlad, 2004; Lester, 1990; Pearson & 
Moomaw, 2005; Southwest Educational Development Laboratory, 2000; Tye & O’Brien, 






relationships with their principals.  Green (2010) postulated that principals who exhibit 
behaviors informed by the 13 core competencies experience positive relationships with 
teachers. Teachers, in turn, experience higher job satisfaction. 
 Based on the research, this study explored the relationship between teachers’ 
perception as to the extent to which principals’ exhibited behaviors informed by the 13 
core competencies and teacher job satisfaction. Data revealed a strong, positive 
correlation between teachers’ perceptions of principals’ behaviors in regard to the 
competencies and teacher job satisfaction. This conclusion also confirms the past 
research stating that school leaders who exhibit behaviors informed by the 13 core 
competencies, are equipped to create positive learning environments that enhance teacher 
motivation, increase teacher job satisfaction, and increase teacher efficacy (Farmer, 2010; 
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Appendix A: Permission to Conduct Research from Superintendent 
The University of Memphis 
Letter of Solicitation – Superintendents 
 
Dear Superintendent: <INSERT NAME> 
 
I am currently a doctoral student in Educational Leadership and Policy Studies at the 
University of Memphis. I am conducting a study on the possible relationship between 
leadership behavior and teacher job satisfaction in elementary, middle and high schools. 
The study will be conducted under the supervision of Dr. Reginald Leon Green.  
 
I respectfully request your permission to survey teachers and principals in <Insert school 
district>.  Your permission and support are crucial to this study and will be greatly 
appreciated. I have included a copy of the survey instruments, letters, and informed 
consent forms for your review.  Upon your approval, participants will be sent an email or 
letter containing instructions and the website link to the surveys. The surveys will be 
delivered online and each will take 15 minutes to complete. Participation is voluntary.  
 
School leaders will complete the Leader Behavior Inventory, which has thirty-nine 
statements about leader behavior advocated for 21st century school leaders.  The 
inventory also has the following demographic information: total years as a principal, 
number of years in present school and gender. Teachers will complete two surveys: the 
Leader Behavior Inventory and The Purdue Teacher Opinionnaire (modified), which has 
forty short statements to which the teacher indicates personal feelings.  There are no 
correct or incorrect answers for either survey. Teachers will also be asked to provide the 
following demographic information:  total number of years as a teacher, number of years 
in present school, highest degree completed and gender. 
 
The information obtained will remain confidential within the limits allowed by the law, 
and the reporting of results will be for group analysis only.   No names of schools, 
principals or teachers will be used in the reporting of results. Surveys will be secure and 
only the researcher will have access to them.  Results of the study will be provided upon 
your request.   
 
Please use the enclosed form or email me at dnandrsn@memphis.edu to notify me of 
your decision to participate in this study.   
 
Please accept my sincere appreciation for your assistance with this research.  If you have 
any questions about the research, you may email me at dnandrsn@memphis.edu.  For 
answers regarding research subjects’ rights, contact the Chair of the Institutional Review 














Please email your approval to dnandrsn@memphis.edu  
 
 




I grant permission for Detris Anderson, a student at the University of Memphis, to 
conduct research in <INSERT SCHOOL DISTRICT>.  The research will be for her 















Appendix B:  Consent to Participate in Research Study 
 
The University of Memphis 




Dear <School Leader>:  
 
I am currently a doctoral student in Educational Leadership and Policy Studies at the 
University of Memphis. I am conducting a study on the possible relationship between 
leadership behavior and teacher job satisfaction in elementary, middle and high schools. 
The study will be conducted under the supervision of Dr. Reginald Leon Green. Your	  
input	  is	  essential	  to	  the	  success	  of	  my	  study. 
 
The study is intended to make some valuable contributions in the area of school 
leadership, especially in relation to teacher job satisfaction. It is also anticipated that the 
study will make some suggestions on how to support teachers in their effort to boost 
academic success of students.  
 
School leaders will complete the Leader Behavior Inventory, which has thirty-nine 
statements about leader behavior advocated for 21st century school leaders.  The 
inventory also has the following demographic information: total years as a principal, 
number of years in present school and gender. 
 
The information obtained will remain confidential within the limits allowed by the law 
and the reporting of results will be for group analysis only.  No names will be used in any 
reporting of results.  Your participation is voluntary and you may withdraw from the 
study at any time.  Surveys will be secure and only the researcher will have access to 
them.   
 
Please carefully read the enclosed informed consent.  Follow the link below to access the 
form and the survey online. 
<INSERT SURVEY LINK> 
 
Please accept my sincere for your assistance with this research.  If you have any further 
questions about the research, you may email me at dnandrsn@memphis.edu.  For answers 
regarding research subjects’ rights, contact the Chair of the Institutional Review Board 














University	  of	  Memphis	  Institutional	  Review	  Board	  
Informed	  Consent	  Document	  for	  Research	  –	  School	  Leaders	  
 
Principal	  Investigator:	  	  Detris	  Anderson	  
Study	  Title:	  The	  Relationship	  between	  Leadership	  Behavior,	  the	  Thirteen	  Core	  Competencies	  and	  
Teacher	  Job	  Satisfaction	  
Institution:	  	  University	  of	  Memphis	  
	  
Name	  of	  participant:	  ________________________________________________________	  Age:	  ___________	  
	  
The following information is provided to inform you about the research project and your 
participation in it.  Please read this form carefully and feel free to ask any questions you may 
have about this study and the information given below.  You will be given an opportunity to ask 
questions, and your questions will be answered.  Also, you will be given a copy of this consent 
form.   
 
Your participation in this research study is voluntary.  You are also free to withdraw from this 
study at any time.  In the event new information becomes available that may affect the risks or 
benefits associated with this research study or your willingness to participate in it, you will be 
notified so that you can make an informed decision whether or not to continue your participation 
in this study.     
 
For additional information about giving consent or your rights as a participant in this study, please 
feel free to contact the IRB at 901-678-2533 or email irb@memphis.edu.  
	  
1. Purpose	  of	  the	  study:	  	  
The	  purpose	  of	  this	  study	  is	  to	  determine	  if	  a relationship between exists between 
leadership behavior and teacher job satisfaction in elementary, middle and high 
schools.	  
	  
2. Description	  of	  procedures	  to	  be	  followed	  and	  approximate	  duration	  of	  the	  study:	  
Participants	  will	  receive	  an	  email	  or	  letter	  containing	  the	  website	  link	  to	  the	  surveys.	  The	  
surveys	  will	  be	  delivered	  online	  and	  will	  take	  15	  minutes	  to	  complete.	  	  School	  leaders	  will	  
complete	  the	  Leader	  Behavior	  Inventory.	  	  School	  leaders	  will	  also	  be	  asked	  to	  provide	  the	  
following	  demographic	  information:	  total	  years	  as	  a	  principal,	  number	  of	  years	  in	  present	  
school	  and	  gender.	  	  
	  
3. Expected	  costs:	  
There	  is	  no	  cost	  to	  you	  to	  participate	  in	  the	  study.	  	  
	  
4. Description	  of	  the	  discomforts,	  inconveniences,	  and/or	  risks	  that	  can	  be	  reasonably	  
expected	  as	  a	  result	  of	  participation	  in	  this	  study:	  
This	  study	  has	  been	  designed	  to	  be	  convenient	  to	  the	  participants.	  	  There	  are	  no	  discomforts	  
or	  risks	  expected	  as	  a	  result	  of	  your	  participation	  in	  this	  study.	  	  	  
	  
5. Compensation	  in	  case	  of	  study-­‐related	  injury:	  
U	  of	  M	  does	  not	  have	  a	  fund	  set	  aside	  for	  compensation	  in	  the	  case	  of	  study	  related	  injury.	  	  
Study-­‐related	  injury	  is	  not	  anticipated.	  	  
	  
6. Anticipated	  benefits	  from	  this	  study:	  	  
a)	  Over	  the	  next	  ten	  years,	  there	  is	  expected	  to	  be	  much	  change	  in	  schools	  in	  terms	  of	  
leadership	  and	  	  
instruction.	  	  As	  we	  look	  to	  the	  future,	  it	  will	  be	  important	  to	  understand	  whether	  there	  is	  a	  






b)	  As	  a	  result	  of	  participation	  in	  the	  survey,	  you	  may	  reflect	  more	  purposefully	  on	  your	  
behavior	  as	  a	  school	  leader	  and	  the	  impact	  that	  it	  may	  have	  on	  your	  teachers’	  job	  satisfaction.	  	  
You	  may	  request	  results.	  
	   	  
7. Alternative	  treatments	  available:	  
This	  study	  does	  not	  involve	  any	  alternative	  treatments.	  	  
	  
8. Compensation	  for	  participation:	  
Participants	  will	  not	  be	  compensated	  for	  their	  time	  but	  could	  possibly	  benefit	  from	  taking	  
the	  surveys	  by	  simply	  taking	  the	  time	  to	  think	  about	  their	  own	  job	  satisfaction	  is	  impacted	  
by	  the	  behaviors	  of	  their	  school	  leaders.	  
	  
9. Circumstances	  under	  which	  the	  Principal	  Investigator	  may	  withdraw	  you	  from	  study	  
participation:	  
Because	  you	  have	  been	  selected	  to	  participate	  in	  this	  study,	  there	  are	  no	  circumstances	  in	  
which,	  the	  Principal	  Investigator,	  would	  withdraw	  you	  from	  the	  study.	  	  
	  
10. What	  happens	  if	  you	  choose	  to	  withdraw	  from	  study	  participation:	  
As	  a	  respondent,	  you	  are	  free	  to	  withdraw	  from	  the	  study	  at	  any	  time	  without	  penalty.	  You	  
are	  
also	  free	  to	  not	  answer	  any	  statement	  that	  you	  choose.	  
	  
11. Contact	  Information.	  	  	  	  If	  you	  should	  have	  any	  questions	  about	  this	  research	  study	  or	  
possible	  injury,	  please	  feel	  free	  to	  contact	  Detris	  Anderson	  at	  dnandrsn@memphis.edu	  or	  
my	  Faculty	  Advisor,	  Dr.	  Reginald	  Leon	  Green	  at	  (901)	  678-­‐2369	  questions	  regarding	  the	  
research	  subjects’	  rights,	  the	  Chair	  of	  the	  Institutional	  Review	  Board	  for	  the	  Protection	  of	  
Human	  Subjects	  should	  be	  contacted	  at	  678-­‐2533.	  
	  
12. Confidentiality.	  All	  efforts,	  within	  the	  limits	  allowed	  by	  law,	  will	  be	  made	  to	  keep	  the	  
personal	  information	  in	  your	  research	  record	  private	  but	  total	  privacy	  cannot	  be	  promised.	  	  
Your	  information	  may	  be	  shared	  with	  U	  of	  M	  or	  the	  government,	  such	  as	  the	  University	  of	  
Memphis	  University	  Institutional	  Review	  Board	  and	  Federal	  Government	  Office	  for	  Human	  
Research	  Protections,	  if	  you	  or	  someone	  else	  is	  in	  danger	  or	  if	  we	  are	  required	  to	  do	  so	  by	  
law.	  	  
	  
13. STATEMENT	  BY	  PERSON	  AGREEING	  TO	  PARTICIPATE	  IN	  THIS	  STUDY	  
	   I	  have	  read	  this	  informed	  consent	  document	  and	  the	  material	  contained	  in	  it	  has	  been	  
explained	  to	  me	  verbally.	   	   I	  understand	  each	  part	  of	   the	  document,	  all	  my	  questions	  
have	  been	  answered,	  and	  I	  freely	  and	  voluntarily	  choose	  to	  participate	  in	  this	  study.	  	  	  	  
	  
	  
	   	   	   	   	   	   	   	   	   	   	   	  
Date	   	   	   	   Signature	  of	  Research	  Participant	  	   	  
	   	   	   	  
___________________________________________	  
	   	   	   	   Printed	  Name	  of	  Research	  Participant	   	   	  
	  
Consent	  obtained	  by:	   	  
	   	  
	   	   	   	   	   	   	   	   	   	   	   	  
Date	   	   	   	   Signature	   	   	   	  
	   	   	   	   	  
	   	   	   	   	   	   	   	   	   	   	   	  






The University of Memphis 




Dear <Teacher>,  
 
I am currently a doctoral student in Educational Leadership and Policy Studies at the 
University of Memphis. I am conducting a study on the possible relationship between 
leadership behavior and teacher job satisfaction in elementary, middle and high schools. 
The study will be conducted under the supervision of Dr. Reginald Leon Green. Your	  
input	  is	  essential	  to	  the	  success	  of	  my	  study. 
 
The study is intended to make some valuable contributions in the area of school 
leadership, especially in relation to teacher job satisfaction. It is also anticipated that the 
study will make some suggestions on how to support teachers in their effort to boost 
academic success of students.  
 
Teachers will complete two surveys: the Leader Behavior Inventory, which has thirty-
nine statements about leader behavior advocated for 21st century school leaders, and The 
Purdue Teacher Opinionaire (modified), which has forty short statements to which the 
teacher indicates personal feelings.  There are no correct or incorrect answers for either 
survey. Teachers will also be asked to provide the following demographic information:  
total number of years as a teacher, number of years in present school, highest degree 
completed and gender. 
 
The information obtained will remain confidential within the limits allowed by the law 
and the reporting of results will be for group analysis only.  No names will be used in any 
reporting of results.  Your participation is voluntary and you may withdraw from the 
study at any time.  Surveys will be secure and only the researcher will have access to 
them.   
 
Please carefully read the enclosed informed consent.  Follow the link below to access the 
form and the survey online. 
<INSERT SURVEY LINK> 
 
Please accept my sincere for your assistance with this research.  If you have any further 
questions about the research, you may email me at dnandrsn@memphis.edu.  For answers 
regarding research subjects’ rights, contact the Chair of the Institutional Review Board 












University	  of	  Memphis	  Institutional	  Review	  Board	  
Informed	  Consent	  Document	  for	  Research	  –	  Teachers	  
 
Principal	  Investigator:	  	  Detris	  Anderson	  
Study	  Title:	  The	  Relationship	  between	  Leadership	  Behavior,	  the	  Thirteen	  Core	  Competencies	  and	  
Teacher	  Job	  Satisfaction	  
Institution:	  	  University	  of	  Memphis	  
	  
Name	  of	  participant:	  ________________________________________________________	  Age:	  ___________	  
	  
The following information is provided to inform you about the research project and your 
participation in it.  Please read this form carefully and feel free to ask any questions you may 
have about this study and the information given below.  You will be given an opportunity to ask 
questions, and your questions will be answered.  Also, you will be given a copy of this consent 
form.   
 
Your participation in this research study is voluntary.  You are also free to withdraw from this 
study at any time.  In the event new information becomes available that may affect the risks or 
benefits associated with this research study or your willingness to participate in it, you will be 
notified so that you can make an informed decision whether or not to continue your participation 
in this study.     
 
For additional information about giving consent or your rights as a participant in this study, please 
feel free to contact the IRB at 901-678-2533 or email irb@memphis.edu.  
	  
1. Purpose	  of	  the	  study:	  	  
The	  purpose	  of	  this	  study	  is	  to	  determine	  if	  a relationship between exists between 
leadership behavior and teacher job satisfaction in elementary, middle and high 
schools.	  
	  
2. Description	  of	  procedures	  to	  be	  followed	  and	  approximate	  duration	  of	  the	  study:	  
Participants	  will	  receive	  an	  email	  or	  letter	  containing	  the	  website	  link	  to	  the	  surveys.	  The	  
surveys	  will	  be	  delivered	  online	  and	  will	  each	  take	  15	  minutes	  to	  complete.	  Teachers	  will	  
complete	  two	  surveys:	  The	  Purdue	  Teacher	  Opinionnaire	  (modified)	  and	  the	  Leader	  
Behavior	  Inventory.	  	  Teachers	  will	  also	  be	  asked	  to	  provide	  the	  following	  demographic	  
information:	  	  total	  number	  of	  years	  as	  a	  teacher,	  number	  of	  years	  in	  present	  school,	  highest	  
degree	  completed	  and	  gender.	  
	  
3. Expected	  costs:	  
There	  is	  no	  cost	  to	  you	  to	  participate	  in	  the	  study.	  	  
	  
4. Description	  of	  the	  discomforts,	  inconveniences,	  and/or	  risks	  that	  can	  be	  reasonably	  
expected	  as	  a	  result	  of	  participation	  in	  this	  study:	  
This	  study	  has	  been	  designed	  to	  be	  convenient	  to	  the	  participants.	  	  There	  are	  no	  discomforts	  
or	  risks	  expected	  as	  a	  result	  of	  your	  participation	  in	  this	  study.	  	  	  
	  
5. Compensation	  in	  case	  of	  study-­‐related	  injury:	  
U	  of	  M	  does	  not	  have	  a	  fund	  set	  aside	  for	  compensation	  in	  the	  case	  of	  study	  related	  injury.	  	  
Study-­‐related	  injury	  is	  not	  anticipated.	  	  
	  
6. Anticipated	  benefits	  from	  this	  study:	  	  
a)	  Over	  the	  next	  ten	  years,	  there	  is	  expected	  to	  be	  much	  change	  in	  schools	  in	  terms	  of	  
leadership	  and	  	  






relationship	  between	  perceived	  leadership	  behavior	  and	  teacher	  job	  satisfaction.	   	  
b)	  As	  a	  result	  of	  participation	  in	  the	  survey,	  you	  may	  reflect	  more	  purposefully	  on	  the	  
behavior	  of	  your	  school	  leaders	  and	  the	  impact	  that	  it	  may	  have	  on	  your	  own	  job	  satisfaction.	  
	   	  
7. Alternative	  treatments	  available:	  
This	  study	  does	  not	  involve	  any	  alternative	  treatments.	  	  
	  
8. Compensation	  for	  participation:	  
Participants	  will	  not	  be	  compensated	  for	  their	  time	  but	  could	  possibly	  benefit	  from	  taking	  
the	  surveys	  by	  simply	  taking	  the	  time	  to	  think	  about	  their	  own	  job	  satisfaction	  is	  impacted	  
by	  the	  behaviors	  of	  their	  school	  leaders.	  
	  
9. Circumstances	  under	  which	  the	  Principal	  Investigator	  may	  withdraw	  you	  from	  study	  
participation:	  
Because	  you	  have	  been	  selected	  to	  participate	  in	  this	  study,	  there	  are	  no	  circumstances	  in	  
which,	  the	  Principal	  Investigator,	  would	  withdraw	  you	  from	  the	  study.	  	  
	  
10. What	  happens	  if	  you	  choose	  to	  withdraw	  from	  study	  participation:	  
As	  a	  respondent,	  you	  are	  free	  to	  withdraw	  from	  the	  study	  at	  any	  time	  without	  penalty.	  You	  
are	  
also	  free	  to	  not	  answer	  any	  statement	  that	  you	  choose.	  
	  
11. Contact	  Information.	  	  	  	  If	  you	  should	  have	  any	  questions	  about	  this	  research	  study	  or	  
possible	  injury,	  please	  feel	  free	  to	  contact	  Detris	  Anderson	  at	  dnandrsn@memphis.edu	  or	  
my	  Faculty	  Advisor,	  Dr.	  Reginald	  Leon	  Green	  at	  (901)	  678-­‐2369	  questions	  regarding	  the	  
research	  subjects’	  rights,	  the	  Chair	  of	  the	  Institutional	  Review	  Board	  for	  the	  Protection	  of	  
Human	  Subjects	  should	  be	  contacted	  at	  678-­‐2533.	  
	  
12. Confidentiality.	  All	  efforts,	  within	  the	  limits	  allowed	  by	  law,	  will	  be	  made	  to	  keep	  the	  
personal	  information	  in	  your	  research	  record	  private	  but	  total	  privacy	  cannot	  be	  promised.	  	  
Your	  information	  may	  be	  shared	  with	  U	  of	  M	  or	  the	  government,	  such	  as	  the	  University	  of	  
Memphis	  University	  Institutional	  Review	  Board	  and	  Federal	  Government	  Office	  for	  Human	  
Research	  Protections,	  if	  you	  or	  someone	  else	  is	  in	  danger	  or	  if	  we	  are	  required	  to	  do	  so	  by	  
law.	  	  
	  
13. STATEMENT	  BY	  PERSON	  AGREEING	  TO	  PARTICIPATE	  IN	  THIS	  STUDY	  
	   I	  have	  read	  this	  informed	  consent	  document	  and	  the	  material	  contained	  in	  it	  has	  been	  
explained	  to	  me	  verbally.	   	   I	  understand	  each	  part	  of	   the	  document,	  all	  my	  questions	  
have	  been	  answered,	  and	  I	  freely	  and	  voluntarily	  choose	  to	  participate	  in	  this	  study.	  	  	  	  
	  
	  
	   	   	   	   	   	   	   	   	   	   	   	  
Date	   	   	   	   Signature	  of	  Research	  Participant	  	   	  
	   	   	   	  
___________________________________________	  
	   	   	   	   Printed	  Name	  of	  Research	  Participant	   	   	  
Consent	  obtained	  by:	   	  
	  
	   	  
	   	   	   	   	   	   	   	   	   	   	   	  
Date	   	   	   	   Signature	   	   	   	  
	   	   	   	   	  
	   	   	   	   	   	   	   	   	   	   	   	  






Appendix C:  Leadership Behavior Inventory for Principals 
LEADERSHIP BEHAVIOR INVENTORY 
Gender:   Teaching Experience Principal Experience 
___Male  ___1 - 5 years  ___1 - 5 years  
___Female ___6-10 years  ___6-10 years 
   ___11-20 years  ___11-20 years 
   ___20+ years  ___20+ years 




















Appendix D:  Leadership Behavior Inventory for Teachers 
LEADERSHIP BEHAVIOR INVENTORY 
Gender:   Teaching Experience  
___Male  ___1 - 5 years    
___Female ___6-10 years   
     ___11-20 years   
     ___20+ years   











































Appendix F:  Purdue Teacher Opinionaire (Modified) 
Purdue Teacher Opinionaire 
Directions:  Please answer each question as to whether you: 
Agree; Probably Agree; Probably Disagree; Disagree 
 





1.  The work of individual faculty members is 
appreciated and commended by our principal. 
    
2.  Teachers feel free to criticize administrative policy 
at faculty meetings called by our principal. 
    
3.  Our principal shows favoritism in his/her relations 
with the teachers in our school. 
    
4.  My principal makes a real effort to maintain close 
contact with the faculty. 
    
5.  Our principal’s leadership in faculty meetings 
challenges and stimulates our professional growth. 
    
6.  Teaching gives me a great deal of personal 
satisfaction. 
    
7.   Teaching enables me to make my greatest 
contribution to society. 
    
8.  I love to teach. 
 
    
9.  If I could plan my career again, I would choose 
teaching. 
    
10.  I would recommend teaching as an occupation to 
students of high scholastic ability. 
    
11.  If I could earn as much money in another 
occupation, I would stop teaching. 
    
12.  My principal makes my work easier and more 
pleasant. 
    
13.  My school principal understands and recognizes 
good teaching procedures. 
    
14.  The lines and methods of communication between 
teachers and the principal are well developed and 
maintained. 
    
15.  My principal shows a real interest in my 
department. 
    
16.  Our principal promotes a sense of belonging 
among the teachers. 
    
17.  I find my contacts with students, for the most part, 
highly satisfying and rewarding. 
    
18.  I feel that I am an important part of this school 
system.  
    
19.  I feel successful and competent in my present 
position. 
    
20.  I enjoy working with student organizations, clubs, 
and societies.   













21.  I am at a disadvantage professionally because 
other teachers are better prepared to teach than I am. 
    
22.  As far as I know, the other teachers think I am a 
good teacher. 
    
23.  The “stress and strain” resulting from teaching 
makes teaching undesirable for me. 
    
24.  My principal is concerned with the problems of 
the faculty and handles these problems 
sympathetically. 
    
25.  I do not hesitate to discuss any school problem 
with my principal. 
    
26.  My principal acts as though he/she is interested in 
me and my problems. 
    
27.  My school principal supervises rather than 
“snoopervises” the teachers in our school.  
    
28.  Teachers’ meetings as now conducted by our 
principal waste the time and energy of the staff. 
    
29.  My principal has a reasonable understanding of 
the problems connected with my teaching assignment. 
    
30.  I feel that my work is judge fairly by my 
principal. 
    
31.  Most of the actions of students irritate me. 
 
    
32.  My students regard me with respect and seem to 
have confidence in my professional ability.   
    
33.  My students appreciate the help I give them with 
their school work. 
    
34.  To me there is no more challenging work than 
teaching. 
    
35.  As a teacher, I think I am as competent as most 
other teachers. 
 
    
36.  I really enjoy working with my students. 
 
    
37.  My principal tries to make me feel comfortable 
when he/she visits my classes. 
    
38.  My principal makes effective use of the individual 
teacher’s capacity and talent. 
    
39.  Teachers feel free to go to the principal about 
problems of personal and group welfare. 
    
40.  I am well satisfied with my present teaching 
position.   















Appendix G:  Purdue Teacher Opinionaire Grouped by Items 
 
General Teaching Satisfaction 
6.  Teaching gives me a great deal of personal satisfaction. 
7.   Teaching enables me to make my greatest contribution to society. 
8.  I love to teach. 
9.  If I could plan my career again, I would choose teaching. 
10.  I would recommend teaching as an occupation to students of high scholastic ability. 
11.  If I could earn as much money in another occupation, I would stop teaching. 
17.  I find my contacts with students, for the most part, highly satisfying and rewarding. 
18.  I feel that I am an important part of this school system.  
19.  I feel successful and competent in my present position. 
20.  I enjoy working with student organizations, clubs, and societies.   
21.  I am at a disadvantage professionally because other teachers are better prepared to teach than I am. 
22.  As far as I know, the other teachers think I am a good teacher. 
23.  The “stress and strain” resulting from teaching makes teaching undesirable for me. 
31.  Most of the actions of students irritate me. 
32.  My students regard me with respect and seem to have confidence in my professional ability.   
33.  My students appreciate the help I give them with their school work. 
34.  To me there is no more challenging work than teaching. 
35.  As a teacher, I think I am as competent as most other teachers. 
36.  I really enjoy working with my students. 
37.  My principal tries to make me feel comfortable when he/she visits my classes. 
38.  My principal makes effective use of the individual teacher’s capacity and talent. 
39.  Teachers feel free to go to the principal about problems of personal and group welfare. 
40.  I am well satisfied with my present teaching position.   
 
Rapport with Principal 
1.  The work of individual faculty members is appreciated and commended by our principal. 
2.  Teachers feel free to criticize administrative policy at faculty meetings called by our principal. 
3.  Our principal shows favoritism in his/her relations with the teachers in our school. 
4.  My principal makes a real effort to maintain close contact with the faculty. 
5.  Our principal’s leadership in faculty meetings challenges and stimulates our professional growth. 
12.  My principal makes my work easier and more pleasant. 
13.  My school principal understands and recognizes good teaching procedures. 
14.  The lines and methods of communication between teachers and the principal are well developed 
and maintained. 
15.  My principal shows a real interest in my department. 
16.  Our principal promotes a sense of belonging among the teachers. 
24.  My principal is concerned with the problems of the faculty and handles these problems 
sympathetically. 
25.  I do not hesitate to discuss any school problem with my principal. 
26.  My principal acts as though he/she is interested in me and my problems. 
27.  My school principal supervises rather than “snoopervises” the teachers in our school.  
28.  Teachers’ meetings as now conducted by our principal waste the time and energy of the staff. 
29.  My principal has a reasonable understanding of the problems connected with my teaching 
assignment. 
30.  I feel that my work is judge fairly by my principal. 
37.  My principal tries to make me feel comfortable when he/she visits my classes. 
38.  My principal makes effective use of the individual teacher’s capacity and talent. 
39.  Teachers feel free to go to the principal about problems of personal and group welfare. 
 
 
